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ABSTRACT

TAFE is a provider of assistance for adults with literacy difficulties and a
questionnaire was completed by eighty five adults attending RAWFA classes in TAFE,
lllawarra, in 1985.
In the results, biographical details of students showed similarities to those found
in previous studies conducted both in Australia, England and America. Other findings
showed students perceived themselves as having fewer selective attention difficulties
as adults than as children, more confidence in their ability to improve after starting
classes, a realisation that own literacy levels were different to those of others in the
community, a desire to reduce this difference, the importance of own input in improvement.appraisal of own present abilities, conviction of achieving desired literacy goal
and a motivator for attendance was the need to feel better about oneself. Many students
felt their lives would be different if they were more literate and all found their class helpful.

(xii)
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1.0 INTRODUCTION
1. Rationale
In any society there are norms of behaviour. The norm for Australia is that adults
will have acquired adequate literacy skills to function in their community. There have
been frequent media reports regarding falling literacy standards, many speculative
rather than weH-founded and generally based on studies of school-aged children . There
seemed to be little public thought to the needs of these children as they became older,
left the confines of the school and needed to cope in an adult community , However, in
recent years, there has been a growing awareness of the difficulties of adults with
reading problems and both TV and newspapers have endeavoured to give the problem
a higher profile. A three page report in the Sydney Morning Herald on 2nd March, 1987,
for example, was devoted in part to problems of children but also gave substantial
attention to adults.
Poor literacy skills create many problems for the individuals as Australia is a
literate society in which education and future income are closely allied . The illiterate or
functionally illiterate can be confined to a particular income or social stratum. For these
people, information and communication are largely confined to that which can be
undertaken by non-literate means or a dependency on others.
There appear to be many psychological factors that can affect literacy levels self esteem , locus of control, helplessness , goal setting skills and personal adjustment.
These, combined with motivation, can then all be influential in an individual 's attitudes
and desires to become literate or remain apart.
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It is mainly in the last decade that a growing awareness of the problems
associated with adult literacy has stimulated authorities to make provision to rectify
individuals' problems. However no program can be successful unless individuals wish
to avail themselves of it. The present study aims to examine psychological factors and
motivation of adult illiterates who attend TAFE literacy classes, in order to understand
better how their current positions evolved and why they then chose to alter their
circumstances and join a literacy group.
For ease of style throughout, third person masculine will be used in reference
to the third person singular.
2. Limitations of this study

As adult illiteracy is not socially acceptab'le, it is difficult to establish its full extent.
Not all functionally illiterate adults will join literacy programs; in fact it appears that only
a small percentage of illiterates join an existing provision, and it would be extremely
difficult to determine why the non-participants are either not sufficiently motivated or
experience ambivalence sufficient to inhibit participation.
The present study concentrates on those who did join existing RAWFA (Reading
and Writing for Adults) classes in 1985 provided by TAFE in the lllawarra region . These
are small class groups with a ratio of six students to one teacher and are conducted in
TAFE colleges.
3. Definitions

Several key words need to be defined in terms of their usage within this study.
Adjustment: An individual's ability to cope with the many internal and
external forces continually in contact with that individual.
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Adult: Although eighteen is regarded as the age of majority in Australia , for
the purposes of this study it is fifteen - that is, anyone who is old
enough to have left compulsory schooling.
11

Adult Education Provision: Any organised provision intended to help adults
learn whatever they wish or need to learn (p7, Harris , 1980) ; the
11

pattern of provision being the total system which serves the
community. The programs are provided by all levels of
government, commercial agencies and voluntary bodies in an
attempt to increase and broaden existing knowledge of adults.
Defence mechanisms :Personal tools used to uphold self esteem and
minimise anxiety when self esteem is threatened. They are not
necessarily advantageous.
Financial status: The total level of income received and the financial effect it
has on the person.
Goal: 1The purpose to which an endeavour is directed to an end: an
objective

11
•

(The Heritage Illustrated Dictionary, 1975)

Goal realism: The level of realism associated with an individual's goal
setting.
11

Helplessness: The psychological state that frequently results from events
that are uncontrollable 11 • (pl , Seligman , 1975) and renders the
subject helpless relative to the specific instance.
Illiterate: ''Men who are prevented from reading and writing in the social
11

reality in which they are (Friere , cited p23, Bergen . i 975) .
Different levels of skills are required in different societies for
different activities so illiteracy is relevant to these variables .
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Literacy Provision: Programs are delivered by all levels of government,
commercial and other agencies which allow totally or functionally
illiterate adults to progress to a level of literacy which allows the
individual to cope adequately with his lifestyle .
Literate: 1. 11 A person is literate when he has acquired the essential
knowledge and skills which enable him to engage in all those
activities in which literacy is required for effective functioning in his
groups or community" (UNESCO Committee of Standardisation
of Educational Statistics on Literacy, cited p99, Preen, 1975).
2. A subjective measure based on the needs of the individual in
relation to his society and culture. Cervera (1985) , Kazemek
(1985) , Lankshear (1985) .
3. An individual's perception of his ability in terms of his needs.
Locus of control: The area from which the person feels to be controlled or
controlling. One is said to possess internal locus of control when
one feels to be in control of life or major aspects of life ; where
one's input governs results.
One is said to possess external locus of control when one feels
others or external stimuli to be in control of one's life or major
aspects of it; one's input does not govern results , rather one feels
another's input is the determinant.
Motivation : Motivation is the drive or stimulus responsible for a person
undertaking a certain action or behaviour.
N.E.S.B.: Non English speaking background .
Personal status: How a person perceives his status in relation to meaningful
others and the society in which he lives.
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Self concept: Includes 11 perception of one 's basic roles , traits and body
image .. .. a sense of self gradually develops through childhood ,
and is the hallmark into which all experiences are integrated . A
threat is really an experience that is inconsistent with one 's self
concept".(p5, Kristal, 1982)
Self esteem: A person's perception of self, how he feels others see him and
his ideal self. Self esteem can range from positive to negative
depending upon this threefold perception.
Vocational status: A person's status relative to his vocation which may be
full or part-time. Financial status can result from this .
Unemployment, whilst the antithesis of employment, could be
regarded as lack of vocational status.
4. Purpose of this study

Provision for adults with literacy problems is becoming more available, hence
there is a growing demand for information regarding these students so that those
involved in planning and organising of teaching can be more effective in their work .
Adults have a multitude of experiences behind them, much more than it would
be possible for a child to acquire, and these frames of reference can positively or
negatively intervene in literacy learning. There is a great need for providers to be more
conversant with the psychological factors and motivation of the clients. In order to reach
services, it is important to know why some adults with low literacy levels wish to change
their situation.
This study is seen as providing useful demographic information , an overview of
certain psychological factors which may affect the individuals , and more knowledge
and understanding as to why some people wish to become more literate.
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2.0 REVIEW OF RESEARCH AND RELATED LITERATURE:THE
SOCIOLOGY OF ILLITERACY

1. Background
According to Horton (1976) "sociology is the disciplined observation and
analysis of everyday life" (Preface) . The term itself was coined in 1838 by the French
philosopher Auguste Comte, who postulated the need for a more systematic, observable approach rather than studies based on speculation and authority. Sociology is
now closely related to the fields of psychology and anthropology but no one of these
fields alone can fully explain human behaviour. There are certain difficulties associated
with sociological research. Firstly, the complexity of social phenomena creates difficulties in the relation to control of variables; secondly, constantly changing social patterns
make generalisations from studies unworkable ; and thirdly, individual differences cause
further unpredictability and problems with generalisations. These difficulties are especially pertinent to studies of the illiterate and may be magnified in our society by the fact
that because illiteracy is not socially acceptable, it tends to be a hidden problem .

AustraHa is regarded as a predominantly industrialised capitalist society by most
writers on society within Australia . According to Ebcel (1977) , cited Foster (1981) , the
crucial link between a country 's technical and economical structure and its class
relationships is the nature of these class relationships . In Australia , the elites are usually
Anglo-Saxon white . As a government survey of Australian minority groups
showed,Aborigines have the lowest status , class and power levels. It is also common
for non-English speaking migrants to have low status . The difficulties faced by both
these groups were stressed in the government report ''Learning Difficulties of Children
and Adults" (1976) and highlighted the division of people into those with property and
those without. In Australia, the poorer people generally live further out from the centre
of the cities and are thus more disadvantaged by the cost of and reliance on trans post
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whether privately supplied or organised by the government. As well as class , structural
inequalities in Australia can derive also from status , power, sex, ethnic origin and race
(Western, 1977). As wages also reinforce class structure and because in a capitalist
system there is a high demand for those with specialised training and higher education,
there tends to be an expansion of the middle class within Australia. According to Foster

(I 98 I) there is a need to identify the 11 ideological assumptions underlying the concepts
of social inequality 11 (pi34), but even without examining this stratification and the existing
links between education provided and the socia'I inequality that exists, it is abundantly
clear that a person who is illiterate has a much slighter chance of gaining any elite status
than another with very high levels of literacy and education.
2. Culture

As the norm for an adult in our culture is to be literate, the illiterate person cannot
fit the norm.
'The illiterate person is affected by living in a literate culture , since his or her
entire life is coloured by the fact that others can draw upon the storehouse of the written
word 11 (p69, Horton, 1977) and he cannot. This discrepancy often leads to subterfuge
to cover the inadequacy and a dependency on others for certain knowledge and
information. It also greatly increases the i!literate's feelings of alienation and inadequacy
relative to .cultural and societal norms.
!'Literacy is a fundamental need in a literate society" (p249, Galtung . 1981 ).
3. Social class

According to Horton (1977) one's social class often determines one 's lite
opportunities and moulds the adjustment pattern of the individual. It is based on the
total "social and economic position in the community and includes wealth , income
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occupation, education, self-identification, heredity , prestige , group participation and a
recognition of others 11 (p69) and is made up of people with similar status who regard
each other as equals. Thus within Horton's framework, the adult illiterate, because of
low academic skills, will subsequently have low income and economic status ; will have
limited lifestyle opportunities which will be reflected in self-identification, group participation and status and will experience great difficulties when attempting to be socially
mobile.
According to Edgar (1976) and Reid and Donaldson (1977) father's occupation
and parent's background are seen as some of the most important variables in terms
of economic status and social class of the family. The male illiterate is normally a manual
or semi-skilled worker and the female is frequently a housewife or semi-skilled worker.
In the present economic climate, more unemployed are seeking to upgrade their skills
as their literacy levels were often sufficient for their previous position, but with greater
use of higher technology many of these positions have disappeared and the type of
work for which these people were suited is no longer available.
4. Social mobility

According to Grant (1980) existing studies suggest that C.A.E. , Victoria) are
unskilled , manual occupations and lacking in promotion prospects . The rate of unemployment is likely to be relatively higher among those lacking literacy skills (p27).
The B.B.C. Handbook (1979) goes as far as to say that illiteracy is a barrier to promotion .
The person who is illiterate due to educational deprivati on is often keen to b 5
language-competent and is concerned about his existing standards of performance
(Falkenmire, 1976) as he often sees the wide ranging benefits that he is missing . A
student's need to read often reflects a desire for social mobility . Depressed economic
conditions often also depress a person's position from worker to unemployed person .
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A desire to remedy this situation is often sought by attainment of high er literacy levels.
A recent article in the Sydney Morning Herald titled "Unemployment increases demand
for literacy classes" (p7, 2.3.1987) shows a growing public recognition of the need for
literacy skills in terms of employability. Foster (1981) stated that many features of ou r
society, especially technological expansion , have "stimulated demand for specialised
training and higher education in Australia 11 (p48) and accompanying this has been the
expansion of professional and other specialised and highly skilled occupations. As
wages reinforce class structure, an expension of the middle class has occurred . Thus
in our capitalist society the direction and extent of action of workers and the working
class is limited (p4, Foster, 1981) and it .is .in this lower category that the illiterate finds
himself.
The Australian position was recently expounded by the Enquiries by the House
of Representatives Select Committee on Specific Learning Difficulties (1977) and by the
Poverty Commission regarding

11

Poverty, Employment and Potential". Both indicated

that people who lack literacy skills have major employment problems as few employers
are prepared to hire them , they have fewer employment choices throughout their
working lives, experience difficulty in maintaining themselves in employment . have
limited prospects for promotion , and little or no opportunity to ch ange thei r occupation.
Stock (1978) stated that people with low literacy skills are the first to become un employed , constitute a high level of jail inmates , are difficult to retrai n, have low self
respect , little voice in public affai rs, and cannot vote accurately so have little say in
government.
It would seem that upward social mobility is not only very difficult, but almost
impossible without at least a functional level of literacy or the availability of large sums
of money. As Halsey (1978) stated , mobility within the clas s social system is strong ly
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related to educational qualifications and is influenced and affected by the nature of
educational experience. Succinctly , 11 illiteracy constituted a substantial barrier to incom e
and job security (p13 , Dentler, 1968).
5. Disadvantage suffered by the illiterate

Lack of literacy skills has wide reaching effects in terms of self irnage, group
acceptance, family and social mobility. In a study by Falkemire in N.S.W. in 1975/6, two
hundred and seventy seven adults stated their disadvantage suffered. The results are
summarised and listed below in Table 1.
TABLE 1:
STUDENTS' PERCEPTION OF DISADVANTAGE SUFFERED
Percentage

Area listed as major disadvantage suffered of students

44.5
24.5
1o.7
8.2
7.8
4.3

Employment opportunities
Family
Promotion opportunity
Friends
Community at large
Special community group

This study expressed the importance placed by people on employment opportunity and promotion , and the need for acceptance by family , friend s, groups and th e
general community. It reflected the all-embracing feeling of disadvantag e attached to
illiteracy in relation to self and society and showed the desire by people to overcome
or remedy their illiteracy in order to gain greater acceptance and thus reduce the level
of disadvantage suffered.
6. Personality

Personality is also affected by illiteracy.
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Personality is not the mas'k we present to others but rather what is beneath the

mask 1' (p1, Lazarus, 1979). Lazarus and other personality researchers think of per11

sonal'ity as the underlying , relatively stable. psychological structures and processes
that organise human experience and shape a person 's actions and reactions to the
environment (pl, Lazarus, 1979).
11

Horton saw five factors in relation to personality development: biological inheritance, physical environment, cultural inheritance, group experience and unique
experience.

(a) Biological inheritance
Biological inheritance provides the raw material which can then be shaped by
other factors. In recent years, more has been learnt about the physiology of reading .
The work by Young and Tyre (1983) on neurological factors exemplifies these developments and shows that certain people are either greatly advantaged or disadvantaged
relative to reading by certain innate physiological characteristics.

{b) Physical environment
Physical environment not only includes the basic physical needs of food and
sleep but also the language and mental stimulation provided to the individual , especially
the growing child. Ralph (1968) found that socially disadvantaged children were
handicapped by copious deficits in language and speech (p389) . Schrimshaw (1968)
stated that children who had suffered malnutrition could be prevented from attaining
11

11

their full mental capacity and social development (p64). Ideally, our society is seen as
one of privilege, but in reality the underpriviliged group tends to be growing especially
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in the present economic climate with the Wollongong /Warilla area having one of the
highest percentages of unemployed in New South Wales (Department of Social
Security) .

(c} Cultural influences
Cultures throughout the world place different importance on academic education, which in many cultures is closely related to high income. An ability to read is a
basic need to achieve high education levels. Vernon (1971) stated that 11 one of the few
facts connected with variation in reading achievement on which there is little disagreement. is that it is highest in the upper socio-economic classes, and decreases steadily
as social class declines (p49, Reid and Donaldson. 1977).
From this it cannot be perceived which is the precursor of the other but it does
show the strength of the cultural norms on the development of the person .

(d) Group experience
Groups, in the present context, are those smaller collectives of people wherein
one is a member. Personality, according to Horton (1976) , needs group experiences
in which to flourish, for within each specific group there are norms. roles . goals and
cohesion provided. Schmuch (1971) felt that the norms "influence interpersonal relations by helping individuals to know what is expected of them and what they shoulcl
expect from others" (p65). If the norms of the group require l1igh levels of literacy . the
illiterate adult could not achieve these norms so would not feel part of, or be acceptable
to , that group . Zander (1970) nominated group cohesion as the force acting on a group
to continue; the basis being the attractiveness of that group comparecl to others. This
cohesiveness provides members with per-sonal secu1·ity ancl a basis for self evaiuat1on
but requires in turn that members particip0te in . and me loyal to that group . Many people
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with literacy problems avoid group situations for fear that at some time they might be
asked to use certain literacy skills. Rather than risk embarrassment they avoid the
situation altogether. Thus illiteracy reduces the level of group participation and limits
the range of groups to which one can belong.

(e) Unique experience

No matter how deeply an individual is involved , or otherwise, in a group or
culture, there are always some experiences that belong to that individual alone. How
the individual copes with these experiences will also influence personality .
"In sixth grade I had to wear a sign front and back saying 'I'm in sixth grade ancl
I can't read'" (p7 Sydney Morning Herald , 2.3. i 987) was an individual experience for
Joan, now a successful actress. An adverse unique experience like this could
strengthen one individual's resolve to cope, whereas it could crush another person.

(f) Summary
These five characteristics as outiined by Horton are all seen as contributing to
the total personality of the individual. Each aspect need not necessarily be static in its
influence and can vary at different stages of its development. In either case the illiterate
is disadvantaged , including in the area of personality developrnent.
7. Overview

In Australia , which is regarded as a predom1nently industrialised capitalist society
by most writers , the elites are usually Anglo-Saxon white . Ot!1er groups . inc1uc1w1g
Aborigines and NESS migrants . do not usually share this same staws .
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Social class often determines one's life opportunities and in our culture . statu s
and education are linked so the adult with literacy problems experiences difficulties if
he wishes to better his position either socially or vocationally.
In a study in NSW (Falkenmire, 1975/6) literacy students perceived their major
disadvantage as being related to employment and promotional opportunities. and their
relationships with meaningful others.
According to Horton (1976), development of personality is influenced by several
factors. Some are from within the individual - such as biological inheritance , whereas
others are external - physical environment and culture and each individual is moulded
uniquely by his experiences.
These many facets influence the illiterate's personality development and his
position in relation to the society in which he lives.
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3.0 REVIEW OF RESEARCH AND RELATED LITERATURE:
EXPLANATIONS FOR ILLITERACY
1. Background

Before any explanation can be offered to determine causes, it is important to
view the changing approach to what is regarded as literate or illiterate.
Early studies, such as those of soldiers enlisted in both America and Australia,
tended to rely on scores gained in an assessment that equated with a corresponding
reading age. The norms for these ages would have been established with school aged
children and thus did not explain how pertinent the individual's ability was in relation to
his societal, vocational and cultural position.
The next approach that was popular in the seventies, acknowledged the importance of one's culture, and concentrated on the concept of functional abi 'lities within that
parameter. However the set of functional needs was seen as being common to all. It
was in this framework that Goyen (1977) undertook her study in the Sydney metropolitan
area.
A question that then arose was "functional for whom? functional for what?". In
an endeavour to answer this, Lankshear (1985) stated that this model of functional
literacy allowed others to define skills needed to function in the world and thus reducing
clients to passive recipients of this parameter. He felt that if the primary function of
literacy was to benefit the Client, then others should not be defining the levels of literacy
required for individuals: rather each individual, in relation to his position or society, was
the best judge of whether he was literate or illiterate for his own needs. Cervera (1985)
also argued along these lines that a "common operational definition is not feasible"
(p51) for our contemporary society as people's needs differ markedly.
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Those that benefit most from creating an objective definition of illiteracy are the
agencies that want to be able to quote figures and percentages for their own specific
needs.
Thus if an objective definition is discarded, and there is still a need to establish
between literacy and illiteracy, the only avenue available is through the provision of a
subjective definition. This method then places the onus on each individual to decide,
within his own parameters, whether or not he regards his literacy skills as adequate.
2. General explanations

Stubbs (1980) listed eight reasons as the causes for children having problems
with learning to read -the pupil, the family and social background, the teacher or school,
the medium, the materials, the method, emotional disturbances and underprivilege.
In order to understand more fully the intricacies of literacy acquisition, the various
categories as stated by Stubbs will be examined more closely.

(a) The pupil
Children develop at different levels and some children are just not ready, either
physically or psychologically to learn literacy skills when they are being presented at
school. This lack of readiness can lead to confusion and helplessness, and by the time
the child is 'ready' the opportunity for learning may have passed. Language deficits, as
Halph (1965) demonstrated, cause learning difficulties in turn.
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(b) The family and social background
As previously stated, studies by Edgar (1976) and Reid and Donaldson (1977)
have shown that father's occupation and parent's background and education are
important variables in determining family's social class and economic status. Many
children live in educationally deprived families where print media is generally unavailable, so role models are of non-readers who do not practise or value literacy skills.
Thus, once the child is at school, there is not a supportive atmosphere for literacy
practice.

(c) The teacher or school
Both Harris (1969) and Goodacre (1971) have found differences among teachers
to be far more important than differences among reading material for the acquisition of
literacy. Rawlinson (1986) claimed that the 3R's for literacy are - relevance, respect and
relaxation; however, while probably true, the importance of these has not always been
recognised in reading schemes. "Learning to read , like any new activity, means
exposing yourse lf and risking ridicule and failure" (p14, Rawlinson). Thus it is of major
importance for the teacher and student to build a positive trusting relationship in order
for successful literacy acquisition to occur.

(d) The medium
English is not a phonetically regular language and can cause problems with
deciphering in reading and letter order in spelling. Also, colloquially spoken language
is different from that used in print, so a print deprived child will experience more difficulty
when he learns to read.
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(e) The materials

In the 1940's and SO's much of the material was phonetically based, the writing
exercises were teacher directed and spelling was taught through lists of unrelated
words. If the question: "Reading (writing/spelling) for what?" was asked, the answer
probably would 'have been: "For its intrinsic value". The idea and importance of
relevance was not used, but Smith and Goodman and a growing group of practitioners
to-day would see that as the basis of and reason for much literacy material. Literacy
skills are not an end in themselves, but a means to an end and the material must be
attractive and approachable.

(f) The method - phonic v whole

The phonic method was the popular basis for literacy programs for many
decades. Smith and Goodman introduced the psycholinguistic approach from the
1970's and over many years there have been proponents and opponents for both
methods. Some practitioners have simply practised a more eclectic approach.

(g) Emotional disturbance

An increas,ing incidence of broken homes, breakdown of family life and child
abuse can be seen as contributing factors. In the terms of Maslow's (1968) Theory of
Motivation, when a person's feelings of belonging, safety and personal esteem are
threatened, he cannot be expected simply to ignore or overcome the problems and
seek higher levels of satisfaction. Rather, it is more likely that these difficulties will
overshadow all else and their satisfactory resolution will assume utmost importance,
often to the great disadvantage of literacy acquisition.
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(h) Social underprivilege
Underprivilege is at the core of the Deprivation Theory, whose main premise is
that children from lower class homes are less likely to do as well as those from upper
class homes. A study in Britain by Davie (1972) found that the chance of an unskilled
worker's child being a poor reader at age seven was fifteen times more likely than for
a child of a professional person. There is no reason to assume the situation in Australia
to be very different. As "adults provide the language model" (p29, Clay, 1975), and most
books and materials are geared to middle c'lass standards, there is again a mismatch
between the underprivileged child's frames of reference and the literacy materials and
teacher attitudes presented.

(i) Cognitive-cum-neurological problem

Corballis (1985) combined these eight categories of Stubbs to look at the
problem from a dual aspect - those who had a problem because of incorrect teaching,
environmental situation, or illness, and those who had a specific reading disability
resulting from
"cognitive-cum-neurological problems" {p1 ). Corballis placed more emphasis on
the neurological aspect than Stubbs and this relected the rapidly increasing knowledge
and awareness of the relationship between brain function and literacy acquisition. Some
individuals, in spite of exposure to good material, teaching, family background and a
positive emotional framework, will experience learning difficulties and these are the
people Corballis would categorise as having a cognitive or neurological problem.
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(j) Summary
There appears to be no single factor that can be seen as the basis for illiteracy.
Rather, it could be a neuro.logical, physical or psychological problem, centred in the
individual and exacerbated by unsupportive external variables. This situation has a
disadvantageous cyclical effect. Thus a person with initial literacy problems will develop
into a person with major literacy problems unless an adequate and appropriate literacy
intervention program is introduced.
3. Growth of literacy expectations
Expectations for developing a generally literate population are a relatively recent
phenomenum in recent history for many countries after centuries in which the masses
were neither expected nor encouraged to read.
According to Resnick and Resnick (1980) although "we cannot estimate the
functioning level at the beginning of the century, it seems fair to conclude that it did not
approach present standards" {p408) and that the very early attempts at literacy teaching
were aimed at reaching an ability level in order to cope with a limited set of texts such
as the Bible. Unlike modern society, those societies did not have a wide literacy base,
so the main goal of reading was not to gain general or wide-ranging information. In the
early seventeeth and eighteenth centuries when the Protestant religious influence was
strong, there was quite a high proporton of the population literate, but the breadth of
their knowledge was very limited as the one aim fortheir literacy training and its outcome
was secular. With the introduction of compulsory public schooling, literacy teaching
became available to a greater proportion of the population. However the levels set and
perceived to be needed by the average person were very low. Around 1900, with the
growing influence of the industrial revolution, there was a greater need for literacy
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among the masses, but again the criterion was limited to that needed to master a trade.
However the elite technical workers, although not great in number, needed quite high
skills.
With the expansion of technology, fewer manual occupations, and an increasing
volume of literature available to everyone, there is now a need in western societies to
aim not only for a high proportion of the population to be literate, but for a more advanced
criterion for establishing acceptable levels.
To-day there is a greater need for a greater number of people to be literate than
at any other time in history to avoid what Friere saw as the undue dominance of the
literate over the illiterate.

4. Levels of literacy needed for functioning in our society
Literacy levels needed are dependent on the society and culture in which the
person lives, on the position and lifestyle of the person within that community and on
the person's perception of his literacy needs.
"It was established in Britain that a person living in 1970 filled in seventeen times
as many forms in a lifetime as one who died in 1945" (p3, Beazley, 1981) and although
generalisations from one instance to another is not always accurate, there is little reason
to doubt that the situation in Australia would be any different, as our society was based
on the British model and still has close ties. At the Canberra College of TAFE, it has
been found that students with a reading age of less than fourteen years would have
difficulty undertaking the theory related to their trades, and secretarial studies students
with reading ages under fifteen years would experience similar problems (Stock, 1978) .
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The national newspaper, The Australian, has a readability index of seventeen
plus, and the most popular afternoon papers are estimated to require reading ages of
about ten to twelve years. These reading ages are estimated using Fry's Readability
Scale.
According to Stewart (1977), the 'Road Traffic Code Book' demands a reading
level of Year 12; the 'Fire Act Sheet' listing all the dos and don'ts of fire requires Year
11 standard; 'The Notes to Assist You in Preparing your Returns' (fortaxation purposes)
requires a reading age of advanced tertiary level (p41 ). There are many instances of
floor level workers, who do their job satisfactorily, but refuse offered promotion because
of the literacy levels required at leading-hand or foreman level. These are the type of
people in Falkenmire's 1975/6 study for whom the greatest disadvantage of illiteracy is
employment opportunity.
However, Levine (1980) from his interviews, felt that many low level literate adults
did not view literacy as being of great importance in their lives.
So many daily activities require varying levels of literacy - shopping lists, school
notes, letters, phone messages, recipes, directions, prescriptions, instruction manuals,
books, magazines, newspapers, helping children with homework, street signs and a
multitude of other activities that a literate person does not even consider - and these
become barriers and hurdles to the illiterate person whose position in society requires
him to have these skills .
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5. Incidence of illiteracy
(a) Global view

"Different societies make different demands for literacy. As a society develops,
so do the demands for higher levels of literacy increase" (p21, Young and Tyre, 1983).
With modern methods of travel and communication, countries are no longer as
inaccessible to one another as they once were and with trade and technology so
predominant, there is a greater need than ever before for literacy. According to Friere
(1975), becoming literate is not just the ability to decode print, but is an act of knowing
and awareness in our modern world. There is a need for these facets, as Friere would
point out, to free the individual from unfair and undue dominance. Cervera (1985),
Lankshear (1985) and Kazemek (1985) all stress the need for literacy to be a subjective
judgement by individuals in relation to their lifestyles and cultures and would argue
against making objective judgements based on functional needs or other established
criteria. However, others have used various objective criteria for establishing quantitative information.
According to Young and Tyre (1983) in England, about two million people or six
percent of the adult population are functionally illiterate. In the U.S.A. the 'Survival
Literacy Study' conducted for the Unites States Reading Council in 1970 found "34%
of Americans could not adequately read an application for medical aid, 11 % were unable
to complete a form for a personal bank loan, and 8% could not complete a request for
a driver's licence" (p21 ). In Africa, 98°/o of the black population is ilHterate and in Asia
and Pacific countries with the exception of Japan, about 55% of the population between
six and fourteen years will grow up illiterate. In China, a quarter of the population is
illiterate (p21 ). In some parts of Southern Europe, such as the rural areas of Spain,
Portugal and Italy, as much as half of the population is functionally illiterate. According
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to Kozol (1980) in Cuba in 1953, 23.6°/o of the population was illiterate, but following a
concentrated literacy program, which was described by Ferre, Castro's appointed
literacy leader, as a concert written by the forces of the people, there is now on ly 2%
of the population that is illiterate.

A comment by Thatcher (1972), then Secretary of State for Education and
Science, in the Bullock Report stated that all estimates of the number of illiterates and
semi-illiterates in the population must be viewed with reservation, and could in fact be
much higher; however Young and Tyre claim that from 1950 to 1976 world illiteracy fell
from 50% to 30% and that this latter figure would continue to decrease as more
programs gain momentum. These percentages are seen, by the writer, as being brought
about by the intensive literacy campaigns in many less privileged countries, rather than
being representative of each country worldwide. It would appear that more and more
people in an increasing number of countries are accepting that literacy is a right not a
privilege, and that for their individual lifestyles certain literacy skills are an advantage.

(b) Australia
Most statistical work is carried out by each state and for that state only. However,
A.C.E.R. (Australian Council of Educational Research) on the basis of the U.N.E.S.C.O.
definition of literacy, has estimated that one percent of fourteen year olds each year
would add to the growing figure of adult illiterates. This would be a total of approximately
two thousand school leavers per annum (p81, House of Representatives Select Report,
1976). In a country like Australia, where population growth is slow, these figures are
alarmingly high and are of obvious concern to consecutive governments who increasingly stress the 'back to basic' concept in education.
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(c) New South Wales
Goyen (1976) of Macquarie University carried out a survey on a sample (based
on Australian Opinion Poll Sampling) of one thousand, four hundred and seventeen
Sydney residents aged fifteen and over. Her results showed that 1.6% below age 50,
4.5% between the ages of 50 and 60 and 11.9°/o of those over sixty years were
functionally illiterate. These figures only represent the respondents who were either
born in Australia or had English as their native language. This result indicated that
overall 3. 7% of the population whose native language was English are unable to perform
simple literacy tasks. On this basis there are 220,000 adults in the Sydney area alone,
who are not functionally literate. The figures were much higher when NESS migrants
were included.

6. Adult literacy provision in Australia
(a) The broad view
It was not until 1971 that the first specific adult literacy programs were provided
in Australia and there is still no national policy. Each state deals with the problem in its
own way. The scope of the provision can be seen from the following table.
In the 'Australian Adult Literacy Provision Directory' 1977-1978 over half of the
programs listed were funded by the Department of Technical and Further Education
(TAFE}. Other programs are offered by the Evening College and Board of Adult
Education. The impetus for this involvement by TAFE came from a report by the
Technical and Further Education Commission (TAFEC) Report of May, 1975. This
recommended that each state TAFE authority regard literacy provision as a high priority
(p30, Dept. of TAFE Report, 1980). In each state there are volunteer tutor systems of
varying size. Other students attend small classes with a trained teacher, either within
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an institution or less formal setting within the community. There is also provision for
special groups within this structure: the developmentally delayed, ·physically handicapped, ~isually impaired, parolees, incarcerated, and Abori,gines.
TABLE 1:
ADULT LITERACY PROVISION IN AUSTRALIA

....

NSW VIC
State govt.evening classes
TAFE small groups
TAFE volunteer tutors
CAE volunteer tutors
SP ELD
Adult Migrant Ed.
Literacy council
Literacy Information Office

Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes

Yes
Yes
Yes
Yes
Yes
Yes

QLD

SA

WA

TAS

NT

ACT

Yes
Yes
Yes

Yes
Yes
Yes

Yes
Yes
Yes

Yes
Yes
Yes

Yes

Yes
Yes
Yes

Yes
Yes

Yes

Yes

Yes

Yes

Yes
Yes

(Condensed from pp32 - 36, Adult Literacy Annual Report, 1980)

The Australian Council of Adult Literacy has a membership of over one hundred
individuals or organisations. Each state also has its own Adult Literacy Council and
r

these bodies conduct conferences and seminars, and also edit regular periodicals in
order to keep members informed of latest trends.
Although there is a wide range of provision in Australia, problems arise in
reaching the people for whom these classes are designed.
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(b) lllawarra region
Adult Literacy provision in the lllawarra region is representative of that provided
throughout the state of N.S.W. and there are several facilities; the university, Evening
College, SPELD, and the Migrant Education Service.
At Wollongong University there is a Centre for Literacy Studies, begun in 1982
with the appointment of Brian Cambourne. It is deeply committed to teacher training
and development, literacy for school-aged children and university students, and has
more recently extended, through its master's program, into the field of adult literacy for
the more basic learner. In TAFE, prior to 1979, adult literacy classes were provided
through the counselling unit and were only available at Wollongong and Dapto TAFE
Colleges. In 1979, the first full-time Adult Basic Education teacher and Adult Literacy
Officer, Margrit Stocker, was appointed to the lllawarra region and was based at
Wollongong College. Over the next nine years more full-time staff were appointed and
the range of classes was expanded. Now, in 1988, there are three Adult Literacy
Officers, who work in the community , eleven fu 'll-time college based staff, over forty
part-time staff, a volunteer tutor network, and classes held at Wollongong, Dapto,
Shellharbour, Nowra, Milton and Bega co'lleges.
The two other providers of literacy assistance to adults whose native language
is English are the Evening College which has a limited service, and SPELD which
basically helps children.
Migrants, who have a non-English speaking background, are helped through the
Migrant Education Service and, to a lesser extent, TAFE .
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These instrumentalities all combine to provide a range of options for those with
literacy problems in the lllawarra region.

7. Overview
There are many explanations given for people being illiterate. These included
the person himself, his family and social background, the teacher and school, the
medium, materials, method, emotional disturbance, social underprivilege and cognitive-cum-neurological problems.
Throughout the world as societies develop and become more industrialised,
there is a growing demand for greater literacy skills. Governments and other agencies,
recognising this need, are endeavouring to provide appropriate literacy programs.
Young and Tyre (1983) claim that from 1950 to 1976 world illiteracy fell from 50% to
30% and that this figure would continue to decrease.

In Australia there is no national literacy provision and each state is reponsible
for its own provision of services and collection of statistics. However, one national
survey, conducted by ACER, showed that one percent of fourteen year olds would add
to the growing figure of illiterates each year. Figures like these cause alarm to
consecutive governments. In Sydney, a survey by Goyen (1976) found 3.7°/o of the
population, whose native language was English, had a literacy problem. This figure
increases if NESS migrants are included.
Many providers cater forthe needs of illiterate people - state government evening
classes, TAFE small groups, TAFE volunteer tutors, CAE volunteer tutors, SPELD,
Adult Migrant Education Service, the Literacy Council and the Adult Literacy Information
Office. In the lllawarra, TAFE is the major provider of literacy programs throughout the
region.
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REVIEW OF RESEARCH AND RELATED LITERATURE:
PSYCHOLOGICAL FACTORS

1. Rationale
Literacy prob'lems may be associated with a wide array of psychological factors.
For the purposes of this study, these factors [will be confined to self esteem, locus of
control, learned helplessness, goals, adjustment and defence mechanisms. Each of
these was selected because of its apparent influence or outcome in the field of illiteracy.
2. Self esteem
According to Hamachek (1978) and Argyle (1982) the origins of self esteem are
created in childhood by the favourable, or otherwise, evaluations by parents. The
strength of these evaluations is said to diminish as peers and the wider society become
increasingly important. Hamachek has also argued that teachers' input and school
progress are very important in this continuous development of esteem and image. An
old Chinese proverb, cited in Elkins (1976) states that " a child's life is like a piece of
paper on which every passer-by leaves a mark", and it is these marks which contribute
not only to the overall character of the individual but also to his image and self esteem.
People tend to identify with others who may be slightly, but not significantly,
different. They admire models and want to be like them; but with this identification there
must be a level of realism as to what is attainable. Hence, as Argyle (1982) observes
there is a need for an admirable and attainable model which is just significantly above
the real. Erikson (1956) also saw the importance of the role model especiany during the
adolescent identity crisis. Beecher (1980) viewed it from a wider dimension - the
person's self esteem is a measure of how he feels about himself relative to his self
concept, which is a composition of all his beliefs and attitudes about himself. Young
(1980) extended this idea; the perception of self is seen to be the greatest determining
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factor in the individual's life. The concept of self is a very personal matter. Hamachek
(1978), along with Argyle and many others, show its complexity; in terms of a
combination of the ideal, real and perceived self, others' expectations and the norms
and requirements in which the individual has to live.

(a) Processes Involved in the development of attitudes and beliefs
'

According to Argyle (1982), attitudes and beliefs are important in the formation
of self esteem as they provide a base line for comparison between self and others. He
lists three important processes involved in the development of attitudes and beliefs.
Firstly, there is always strong social pressure to conform to a certain pattern; secondly,
there is a continual need to avoid motivational conflicts within the personality; thirdly, it
is important to establish a clear and meaningful picture of self with ideals and goals.
Through these processes, the individual seems to be seeking to lessen internal
personal conflict and bring self closer to the ideal.
In Transactional Analysis, the individual's personality is seen as composed of
three parts. Firstly, there is a parent stage developing in the first five years and of
thinking, behaving and acting in the way of the parent -the individual's own needs and
outlooks not having been developed by then. Secondly, the person's own basic needs
and desires become established. Thirdly, the adult stage, which commences about ten
years of age, sees the individual begin to establish adult ideals and perceptions.
The influence of external variables seems to be of paramount importance in the shaping
of self. Berelson and Steiner (1964) even go so far as to suggest that man seeks
deception more than truth, as social perceptions are adjusted to fit not only objective
reality, but also what suits his wishes and needs.
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I) Cultural differences

Perceptions of others and self in relation to society, the culture of that particular
society_must then be extremely influential in moulding self esteem in relation to its
norms. As stated earlier, the norms

tpr degrees and levels of literacy also differ from

one culture to another, dependent on its economic, educational, social and political
circumstances. Th.is is why Falkemire and other writers on the subject of illiterates
stress the problem of low self esteem for the individual.

II) Self Image and ego Identity

Hamachek (1978), Young (1980), Argyle (1982), Green (1984) and Carron
(1984) all agree that self awareness and self image develop from a conscious perception of self in comparison to others relative to physical attributes, job and family,
academic achievement, social class, religion, particular achievements of note or
anything that makes one different from others. Allen and Scheib (1982) point to the
extreme possibilities about ego identity; that suggest that "a person is consistently faced
with the necessity of locating himself in relation to others, and misplacement of self in
the role system may have embarrassing, perilous, even fatal consequences" (p100) .

.

Argyle summarises a common view; that if a person is continually categorised or treated
in a particular way, he will acquire a commensurate self image.
Hence it is not just comparison of self with others that is important, but largely
the attitudes of others towards self. Any attempt to change self image is first tried on
friends, according to Bachman and Goffman (1956). The reaction to, and success of,
this change influences its acceptance into the originator's repetoire.
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.
Ill) Failure In Identity formation

Establishment of self identity is not without problems. Failure to establish a 'self,
according to Argyle (1982), can result from the lack of resolution of conflict between
two or more alternative identities; a postponement of a decision about identity; the
'

.

formation of a prestigious identity which for one reason :oranothercannot be maintained;
and in extreme ca~es it can lead to the pathological condition of paranoia. He concludes
that adolescence is the time of life when this conflict is more common, and people who
have not established a stable or positive self image are more sensitive to the reaction
of others.

""

Iv) Manifestations of esteem

A~

L1ow self ·esteem

Argyle (1982) noted that those who had low esteem were "shy, easily embarrassed, eager to be approved of, and easily influenced by social pressures. They are
clearly taking an observed role" (p198).
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Figure 2, from a study by Argyle and Williams (1969) shows the effect of age
and sex of the other person on being observed. It is clear that females are much more
conscious of others in the teenage and mature age group. All subjects are more aware
of the observations of someone older than themselves than they are of someone the
same age or younger.. It is felt by Argyle
and Williams that the degree of awareness of
.
the observation of others is relative 1to the level of personal security/insecurity of the
observed.
Hamachek (1981) presents evidence that failure in identity formation adversely
affects school performance and conversely that poor school progress has a detrimental
effect on self perception. This cyclical state of events results in a continuation of low
esteem and poor academic performance.

B) Positive self esteem
Marcia (1966) claims that those with positive self esteem are no longer as
bothered about the reaction of others and not so upset if these others mistake their
identity or react negatively to them, as are those with low self esteem. High self esteem
also tends to reduce the need for positive reinforcement from others because it is
provided intrinsically. Thus identity formation is continually reasserted.

C) Behaviours associated with high and low self concept
The esteem of a person can be important in many aspects. Table 2 sets out the
common behaviour of students with high and low self concept
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TABLE 1:
BEHAVIOUR ASSOCIATED WITH HIGH AND LOW SELF ESTEEM
(p222, Hamachek, 1981)

Behaviors Commonly Seen In Students

Behaviors Commonly Seen in Students

with High, Positive Self-Concepts

w!t~

l . Active, curious about surroundings,
makes wide variety of contacts.
2. Makes friends easily, talks, laughs, gets
into trouble now and then.
3. Has a sense of humor, is a good sport,
can take a joke on himself.
4. Asks questions, defines problems, will. jngly does his part in planning for solutions and carrying out plans.
5. Willing to take risks in class, contributes to discussions, able to stand up for
what she thinks is right.
6. Takes modest . pride in own contributions, is not overbearing, does not
cheat.
7. Works and plays with others, cooperates easily and naturally, helps others.
8 Usually happy. confident, doesn't
whine for what cannot be had, doesn't
worry needlessly

Somew~t

Low, Negative Self-Concepts

passive, tends to avoid new experiences, ·has limited contacts.
Shy , bashful, often called a "good" child
by parents and teachers .
Tends to be over-serious, over-sensitive,
.
afraid to be laughed at.
Avoidlf · getting to the problem, grumbles
that what is wanted isn't clear, plans in
tenns of wishful thinking .
Unsure, backs down easily, fr~quently asks
others: "Do you think this is right?"
"What do you think?"
· Over-asserts own ability and contributions,
·bullies, cheats, belittles others

'

Overly competitive, .finds it difficult to
share, undennines others when possible.
Usually ~loomy and ·fearful, worries as a
matter of course, complains a lot:

I

The difference in the two outlooks is quite considerable and tends to perpetuate
both the image of self and that which is reflected onto others. Hence positive attitudes
and behaviour reinforce one particular set of attitudes and behaviour of self to others,
and conversely, the negative outlook generates another not so positive set.

D) Deception and concealment of self image
"People are careful not to reveal aspects of themselves which are likely to lead
to disapproval" (p201, Argyle, 1982). Joumard (1964) found that people reveal more to
others whom they feel they can trust not to reject them.
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This work align$ closely with the work of Bachman and Goffman (1973), who
found that people use friends to test out new aspects of personality.

E) Disconfirmatlon of self Image
Disconfirmation is having an outside person reveal the hidden self, a self which
f

is not necessarily the same as the self revealed to others. Argyle argues that there are
several avenues open to the individual whose self image has been disconfirmed. Firstly,
he can laugh off or ignore what has happened; secondly, he can form a lower opinion
of the person or group that has discredited him; thirdly, he can embark on self
improvement or fourthly, he can resort to defence mechanisms.

(b) Summary
According to all the major writers in the area, esteem is a cyclical state produced
through a complexity of all internal and external influences. It is dependent on culture
and the person's position in, and attitudes towards, this culture. It is important for
individuals to have meaningful others they can trust and in whose company they can
be comfortable enough to try new behaviour. Having one's self image disconfirmed is
a disconcerting experience for most. People with positive esteem engage in a different
set of attitudes and behaviour than do those with low esteem.

3. Locus of control
(a) Background
According to Phares (1976) the first hints of the concept of internal-external locus
of control were suggested in early Social Learning Theory by Lasko (1952) and later
Worrel (1956). However it became fully emergent with the work of Rotter (1954) and
Rotter, Chance and Phares (1972). Most of the empirical data on perceived locus of
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control derived from Rotter's theory - the basic assumptions of which state that
occurrence of a specific behaviour is relative to the expectancy value of its following
reinforcement. According to Phares, certain factors determine which behaviour has the
strongest potential: - these being expectancy, actual reinforcement or psychological
situation. He also claims that perception of skill-chance conditions is culturally determined and that all these factors together are influential on the behavioural effects of
locus of control.
In terms of Rotter's Theory, Lefcourt (1976) outlines five relatively important
assumptions on which the theory relies. First, there is the interaction of the individual
with the environment; second, an emphasis on learned social behaviour; third, the
inter-relations of people's varied experiences; fourth the purposeful quality of human
behaviour; and finally, the goals and expectations related to these behaviours becoming
powerful determinants of later behaviour. These five assumptions tie in very closely
with the basic concept of the theory to show how Social Learning Theory adjusts to the
individual - his behavioural, cultural, environmental influences and inputs- and so could
be applicable and adaptable universally.

(b) Comparison of effects of internal and external locus of control
There appears to be certain self perpetuating behaviour and actions relative to
locus of control. lnternality or externality of control in a particular situation results in a
specific set of actions or behaviour by the individual. The occurrence of this initial
behaviour relates to the expected reinforcement; thus for an individual a particular locus
of control could be strengthened in relation to a specific situation. Because a person is
externally controlled in one situation it does not necessarily follow that he is in all
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situations. A person may have feelings of externality related to one set of events, and
feelings of internality and control in another. These feelings of control are not necessarily
at a conscious level.

I) Internal locus of control

Phares (1976) observed that "internals were more active, alert or directive in
attempting to control or manipulate the environment" (p70), that they had a higher level
of coping and activity, and showed more controlling efforts than did externals. He notes
a consistency with Seaman's (1963) work, that internals possess a higher level of
general knowledge - in part because they seek more actively to acquire such knowledge
and can do so well within their own command. Overall, according to Phares, internals
appear more independent and rely more on their own judgement; are less susceptible
to control or influence; are more accepting of information when it has merit; do not
respond as readily to the power base of the source of the message; appear more likely
to help one another individually and hold others more responsible for their actions, than
do those with external locus of control.
Generally, internals appear to be the individuals in command of a specific
situation.

Ii) External locus of control

Rotter (1966) stated that" the external has less 'need' to repress his failures
since he has already accepted external factors as determining his success and failure
to a greater extent than those subjects scoring as more internal on the internal-external
control scale" (p22). Phares (9172) found that externals devalued the reinforcement or
goal more than did internals.
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In a test study by Phares, Ritchie and Davis (9168), where students were given
personal results of an l.Q. and Personality Test, internals remembered more of the
favourable comments, externals remembered more of the overall report. Phares
claimed that the internals suffered more anxiety than the externals because the latter
felt they had less control over the outcome; hence "externality provided a convenient
mode of anxiety reduction or denial" (p13, Phares, 1976).

Ill) Comparison of Internal and external locus of control

In the studies by Thibaut and Riecken (1955), de Charms, Carpenter and
Kuperman (1965), Phares and Wilson (1972) and Phares and Lamiell (1975) internals
saw themselves and others as more in control whilst externals attributed themselves
and others with less responsibility for outcomes of actions. After reviewing studies by
Rotter and Mulry (1965), Watson and Baumal (1967), Julian and Katz (1968), Lefcourt,
Lewis and Silverman (1968), Phares and Wilson (1971) Rykman and Rodda (1971),
Rykman, Stone and Elam (1971) and Rodde and Stone (1971 ), Phares concluded that,
in general, internals manifest greater concern and attach more importance to success
in skill and other self reliant situations, whilst externals are more likely to be motivated
by chance circumstances. Thus internals would see themselves as having greater
levels of control over producing the desired outcome than would externals. Internals
would be more independent, less easily influenced and more likely to. help one another
than would externals.

(c) Effects of locus of control on behaviour and motivation
If, as previously stated, locus of control is largely dependent on importance of
perceived outcome relative to input and the perceived level of control overall, there must
be a strong influence on behaviour and the motivation for that behaviour.
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l)Effect on social behaviour

Experiments have also shown that having an internal or external orientation to
personality can have an effect on or be affected by, social attributes or antecedents. In
a study by Crowe and Liverant (1963) with betting, externals were more yielding to
'

group opinion 'in their choice than were internals who:showed no significant tendency
to yield to the group. This type of result on social influence was also found in a study
by Tolor (1971 ). It appeared from the result of studies by Gore (1962), Brehm (1966)
and Bio no and Macdonald (1971) that internals were less susceptible to subtle influence
and showed more resistance than externals. The prestige level of the basis of influence
was also important according to Richie and Phares (1969), Hjelle and Clouser (1970)
and Green (1984), and again externals were more influenced than internals. Chance
(1965), Katkovski, Crandell and Good (1967) and Davis and Phares (1976) found that
the level of parenting was different for both groups. Internals felt their parents to be less
hostile, showing less rejection and less withdrawal and having more positive involvement than did externals. Ansbacher and Ansbacher (1956), describing Adler's work,
concluded that overindulgence and neglect both tended to produce externally orientated people. Stephen and Delys (9173) found that children from low income homes
were more external than middle class children; with the former, those whose income
was above the poverty line, tended to be less external than those below.
Loss of self dignity and acceptance of external control are sometimes noted
among economically deprived and socially denigrated minorities, a problem known to
confront Aborigines and other disadvantaged groups in Australia. These people often
do not have enough influence or expertise to be socially or financially independent.
Lefcourt has concluded that access to opportunity is positively associated with perceived control, while for Friere this access to opportunity and power related directly to
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literacy skills. Friere'$ is a broad political argument: high levels of literacy are precursors
for those in high positions, so by keeping the masses illiterate, the degree of externality
of control acceptable to the individual can be considerably greater. This claim can be
closely related to the work of Bellone (1980), who qbserved that the more educated a
person was, the mor~ control he had of a situation.
Another Lef.court claim is that man must become internally orientated in order to
be a determiner of his won fate and live more comfortably with himself. This would
suggest that externals are less comfortable with themselves and their own self image
as they change according to external demands rather than remain true to their own
decisions.

ll) Influence on outcome expectancy

Outcome expectancies have influence on, and are influenced by, locus of
control.
Rotter and Mulray (1965) showed experimentally that people who control of an
outcome were more likely to take more time in the decision-making process because
they realised outcome depended on their input. The internals took longer over irJstructions regarding skill whereas internals took longer in those re'lating to chance. Phares
(1954), Battle and Rotter (1963), Lefcourt and Ladwig (1965) and Feather (1968) found
that externals adjusted expectancies upward after failure whereas internals tended to
adjust after success. This tends to show that internals feel that they have contributed
to their success and so can repeat or enhance it, whereas externals feel less personal
responsibility for outcome, so determine that next time the outcome must be better. The
phenomenon of coloured people being more externally orientated, was said by Battle
and Rotter (1963) to result from the group's perception of lack of opportunities.
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Crandall, Katko.vsky and Crandall (1965) and Pink (1969) found children were
more externally orientated than adults. This is a reflection of the social position of
children for whom control over overt behaviour is often from an external source. Weiner
(1972), Frieze and Weiner (1971) and Weiner, Heckhausser, Meyer and Cook (1972)
argued that it is not so; much locus of control, but stability/instability of skill situational
outcomes that affecte<!t behaviour, This is also considered by Abramson, Garber and
Seligman (1980). 8ouston found that individuals who had no control over a threatening
situation tended to be more anxious than those who could exert control. Karabenick
(1972) found that internals achieved more satisfaction after completing a difficult task
than did externals and this probably reflects the level of personal input and control each
group feels. Miller and Seligman (1973) carried this further by arguing that because
externals felt they had less influence on outcome they were more likely to suffer resultant
depression. Johnson and Sarason (1979) found that subjects classified as externals
on the Rotter scale showed a higher correlation between frequency of life events and
measures of both anxiety and depression than did subjects classified a internals.
In summary, the self control felt by internally orientated individuals is said to give
them more confidence .in their ability to influence outcomes. They also tend to accept
that some results are not due to their own doing and therefore need not be anxiety
producing or requiring of different patterns of forethought. Externally orientated individuals, however, are very much influenced by others and thus feel relatively powerless, rather than recognising their own strength and input.

Ill) Effects on learning

Whether a person has internal or external locus of control has an influence on
his academic performance.
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"A pupil attitude factor which seemed to have a stronger relationship to achievement than did all the 'school' factors together, was the extent to which an individual felt
that he had some control over his destiny" (Coleman, Campbell, Hobson, McPartland,
Mood, Weinfield and York, 1966, cited p23, Phares, 1976). Most of Skinner's work in
his book "Beyond Freedom and Dignity" was totalitarian in concept and his basic
premise within Behaviourism was the ability of reinforcements, which were often
external contingencies, to control behaviour. Skinner saw most learning as being
controlled by external forces, so people should be externally orientated, to be open to,
and altered by these external forces. This work also correlates closely to the work of
McGregor (1976), whose Theory X individuals had to be co-erced and forced to work
as they were basically lazy (equating more to externally orientated people), while his
Theory Y people saw work as pleasurable as play and were self motivated to participate
(internally orientated people).
Hence, perception of control determines whether an individual is likely to take
control of his learning or to rely on others for the major degree of input and responsibility.

Iv) The ability to change locus of control

Lefcourt (1976) notes that locus of control need not be a static state within an
individual, and that age can be influential in a change. Pink (1969) actually found
internality to be positively related to age, as had Crandall, Katkovsky and Crandall
(1965). Hence increasing age may alter, or otherwise influence locus of control. This
seems borne out by the large number of mature people who say the best thing about
aging is their ability to be less influenced by others. This feeling would tend to reflect a
growing internality and self-confidence. From the work of Battle and Rotter (1963), and
Stephen and Delys (1973b) and Lefcourt it would appear that an upward change in
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environment, status and finance may also move perceived control along an externalinternal scale, and thus provide the person with more self-confidence and internality of
control.

v) Locus of control and literacy

Many students with literacy problems have come from low socio-economic strata
according to Edgar"-(1976) and Reid and Donaldson (1977) and so are likely to be
moulded into externality (if the results from the above studies can be generalised). It is
felt, by the author, that many of these people, who have reached adulthood with
minimum literacy skills were, as children, probably verv dependent on external control
for direction and learning. Thus, as outlined by Stubbs (1980), if teaching was inadequate or unsuitable, or the student had other external variables competing for his
attention, schoolwork would have suffered and literacy problems and difficulties begun.
The fact that high achievement and success relate to internality, would also, by
assumption, raise the probability that the illiterate

adu ~lt

would fall within the bracket of

external locus of control.

(d) Overview
Locus of control has a wide-ranging influence on personality, achievement and
involvement relative to independence of actions, self-assurance and learning. Through
many studies, locus of control has been shown to be established in childhood and has
a cyclical effect throughout life. However it is not a static state, nor is it evenly related
to all events; so with appropriate direction a person can be helped to move from the
helplessness of external locus of control to the greater independence and freedom
related to internal control. This mobility is seen as having great importance to the

- 43 -

Master of Education {Honours)

M Stocker

... Chapter 4

illiterate adult joining and successfully continuing in a literacy program. Many illiterate
adults are likely to experience considerable externality of control, especially relevant to
early literacy acquisition.

4. Helplessness
(a) Background

..

.I ·

Helplessness generally results from lack of internality or feelings of being in
control, along with continuing attitudes of being externally manipulated or influenced,
whether educationally, socially, economically or physically. Abramson, Garber and
Seligman (1980) see help:lessness and locus of control to be inextricably related.
According to Seligman {1975), actual basis of control and its strength may, in
fact, differ from perceived basis and 'influence. However it is the individual's perception
of this basis and its perceived level of control that is important in learned helplessness.

I) First studIes In learned helplessness

Most early experiments in this area were carried out on animals. Maier, Overmeyer and Seligman (1965) first showed learned helplessness with a dog, which was
I

shocked whilst in a

restraini~gharness

and no response on the dog's part could change

the outcome. It was found in later experiments that experimentally naive dogs quickly
learnt to escape shock, whereas the dogs previously inured to helplessness accepted
the shock and remained helpless.
Seligman felt that the results with the helpless dog would generalise to many
species when faced with this lack of control of environment.
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II) Triadic design

This was a design utilised by Seligman and Maier (1967), Maier, Albin and Testa
(1973) and Seligman and Beasley (1974) and used three groups of animals - firstly
those that could not escape shock; secondly, those

~:hat

could escape and thirdly, an

experimentally naive group. From this design Maier attempted to show it was not just
the trauma itself that produced the failure, but the learning that no response, no matter
whether active or passive, could control the outcome. This produced the state know as
learned helplessness; that is, it was learnt from the unavoidable outcomes of the
previous experiences and learning, that own input had no influence.

Ill) Other results from studies on learned helplessness

Several studies on helplessness were duplicated on college students, including
those by Hirito (1974), Hirito and Seligman (1974), Krantz, Glass and Snyder (1974).
Each showed the same phenomenon; that lack of control over outcome resulted in
helplessness. Hirito (1974) concluded that there were three factors that eroded the
motivation to escape; - these were an external locus of control, laboratory experience
of uncontrolability, and a cognitive set induced by chance instructions. Seligman felt
that it seemed to be generally true that uncontrolabilty produces deterioration of
readiness in dogs and man to respond adaptively to trauma.

(b) Causes of helplessness
I) External locus of control

According to Seligman, people who felt that they were externally controlled, over
time, tended to become more dependent and helpless. They felt their input was not
influential towards outcome, so did not feel in control of certain contingencies. This
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attitude was reflected in the results of many of the previous,ly listed studies on
internality/externality and learned helplessness and external locus of control are very
closely allied and the latter can cause the former.

II) Physical causes

Both administration of one drug and depletion of another have an influence on
feelings of helplessness. Thomas and Batter (1974) found helplessness oould be
drug-induced in rats and cats by doses of atropine. Miller and Weiss (1969)
demonstrated that norepinephrine (NE) may be depleted, in humans by uncontrollable
trauma and that the human body can take about twenty-four hours to restore the normal
levels. Norepinephrine is a basic transmitter substance. Hence if it is severely depleted
or reduced, neural firing can be hampered, so ability to think and act may be impaired.
Helplessness in this case could have a physical basis. The person would feel helpless
because the body would not act in the required manner due to this depletion of
norepinephrine. Weiss found in rats that could control shock, norepinephrine levels
increased compared to the normal state, whereas in uncontrollable situations levels
decreased. If this state could be generalised to humans, it would mean norepinephrine
was not only reduced as a result of trauma and thus unavailable for the body's use for
the succeeding twenty-four hours, but also that feelings of uncontrollability and helplessness were instrumental in the regulation of this chemical, leading to a cyclical
reaction.

Ill) Low Income

From the work by Lefcourt (1976) on locus of control, those on low income were
shown to have insufficient finance and expertise to be socially and economically
independent. Seliman (1975) also noted that low income reduces options, so people in
poor financial circumstances are less likely to feel in control and so more likely to
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develop helplessness. Friere (1975) in his work with the poor, was also vitally aware of
this contingency, and suggested "their ignorance and lethargy were direct products of
the whole situation os economic, social and political domination and of paternalism of
which they were victims" (p10, Friere, 1975). Although Friere was referring to South
Americans in this context, it would seem that the situation applies to the poor and
minority groups in most societies, and that the paternalism of the welfare and aid
systems might addto these feeUngs of uncontrollability rather than reduce them.

Iv) Inappropriate reinforcement

In our present education system children are often shown, whether overtly or
more subtly, that external locus of control is more frequent than internal. Cook (1983)
suggested that problems could arise from "the child's inability to perceive the relationship between personal action, task performance and affective feeling of pride and
shame" (p155). This was also shown in the earlier studies by Finchman and Barling
(1978) and Pearl, Bryan and Donohue (1980) where handicapped children with learning
handicaps were shown to differ from others by the degree to which they believed their
efforts influenced outcome. This work is closely allied to the work on locus of control in
children which shows that externality is more the norm and part of the developmental
process.

v) Attributional analysis

The most recent work of Abraham, Garber and Seligman (1980) utilises three
atrributional dimensions to explain helplessness. These are internal/external; stable/unstable; and global/specific. The new model "suggests that the attribution the individual
makes for the non-contingency between the responses and outcomes in the here and
now is an important determinant of the subsequent expectations for future non-contin-
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gencies" (p9, Garber and Seligman, 1980). Thus, when people believe that things are
going to happen to them more than to relevant others, they feel outcome is related to
something about themselves.
"Stable factors are considered to be long lived and recurrent, whereas unstable
factors are short lived and intermittent" (p13), thus when an outcome occurs an
individual can attribute it to ability, effort, task difficulty or luck.

..

•_,

"Universal helplessness is characterised by the belief that an outcome is
independent of all one's responses as well as the responses of others"(p11 ).
Both the old and new hypothesis as outlined by Abraham, Garber and Seligman
(1980) emphasise that the crutial factor is the expectation of noncontingency: however
the old model did not set them out as clearly as the new. The triadic design is still used
in studies. Emphasis in the new model is still on cognition.

(c) Effects of helplessness
I) On motivation

Cook (1983) saw lack of achievement motivation as a learning handicap that
was often unintentionally reinforced in children. Because the child did not feel that his
input carried sufficient weight relative to outcome, he was not as likely to be motivated
to perform as the individual who clearly saw the direct relationship between his input
and the subsequent outcome. Seligman (1975) stated that "voluntary responding
required incentive and in the absence of incentive, voluntary responding did not occur"
(p10). To be effectively motivated one must feel a certain level of personal influence on
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desired outcome, hence continued helplessness could be expected to correlate negatively with motivation. The externally controlled person could not perceive a reason to
try to change as he would not feel he had any control of consequent actions.

II) On ability to learn

Seligman asserts that an outcome that is independent of a response makes it
more difficult to learh later on if that response becomes associated with that outcome.
Some children and adults find it difficult to see the links betweeen input and outcome
in a learning situation. Dweck (1963) showed that learned helplessness could be
alleviated in children aged ten to thirteen years in relation to their arithmetic performance. The most significant aspect of this work was to train the children to see that
their failure was directly attributable to their lack of effort. Thus, when they could relate
a personal link between input and outcome, their feelings of control over subsequent
performance increased.

Ill) On emotions

Seligman suggests that if a person feels able to control their environment then
trauma, fear and anxiety can be reduced and may even disappear. If the subject learns
T

that he cannot control the trauma, helplessness and depression result. Helplessness,
according to Seligman, produces an emotional disturbance after a trauma. People tend
to be stuporous for a certain length of time before undertaking necessary action, a state
which may be related to depleted norepinephrine referred to earlier in the work by Miller
and Weiss (1969).
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Iv) On goals

Melges and Bowlby (1969) stated that both one's estimate of success in
achieving goals and one's confidence in own ability were diminished where (a) the
person was depressed and (b) goals remained relatively unchanged; that is, where an
individual believed his plans of action were not good or clear enough to achieve the
desired result. As

h~lplessness

tends to encourage depression, there may commence

a self-perpetuating cycle of inability; because of the depression, aiming towards, but
failing to reach an achievement, would result in further depression.

v) On employablllty

Munene (1985) after examining studies by Tiffany, Cowan and Tiffany (1970)
and Millham, Bullock and Hosie (1978), acknowledged that "long term unemployment
often reduced the unemployed to a state of unemployability" (p274). Among the reasons
stated for this was the poor or unrealistic choice of career goals of the individuals; but
more important was the continuing sense of failure from not being able to gain
meaningful, or even any, employment. This resulted in depression and a sense of
personal helplessness. As seen previously, depression effected the ability to see goals
clearly; thus the unsuccessful applicants would feel that external locus of control was
dominant - no matter what he did unemployment resulted, so motivation to continue to
apply would be reduced as self-input would not be seen as particularly relevant. A
combination of these unclear goals and externality of control would result in deep
feelings of helplessness.
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(d) Summary
Seiligman more than any other has been the major contributor to knowledge on
helplessness. There are many causes of this feeling of externality as the locus of control,
including inability to act effectively in certain situations, physical depletions, low income,
inappropriate reinforcement and, importantly, how the individual perceives the situation.
This helplessness has further effects on motivation, ability to learn, achievement of
goals, and unemployability. This cyclical pattern then tends to increase rather than
decrease the likelihood of further depression and the resultant helplessness. Helplessness may be topic specific or it may range across many behaviours. Like locus of control,
it need not be a static state and with the right reinforcement can be modified or
overcome.

5. Goals
Goals may be long or short term and can range from those associated with wide
ranging projects to small changes. People need not necessarily verba'lise goals or even
experience them at an extrinsic level, but it is goals and the need for their attainment
that is the basis for motivation.
Mager (1972) outlined five steps that he felt were required to analyse goals
adequately. The individual should write down the goal to clarify it; list performances to
show that the goal had been acquired; delete duplications and check abstractions; list
targets, and finally, ask self "if someone demonstrated these performances, would I
willingly say he had achieved the goal?" (p72).

In order to maximise efficiency,

according to Mager, goals need to be examined in terms of performance analysis.
Firstly, performance analysis could be used to determine whether there was a difference
between what the person could do in the present and what was intended for that person
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to be able to achieve. This \V9Uld clarify the goal behaviour and ~mpare it with basic
entry level. It would allow the individual to measure his own performance from his own
base line. Secondly, task analysis would involve listing the steps or skills necessary to
do the desired task or attain the goal. This listing would not only allow the person to see
the long' term goal, but to fragment it into its necessary componerts which would then
''

more readily become attainable short term goals. It was seen by Mager as very
...
necessary to task-a'nalyse in order to ensure that all intermediate or contributary skills
were learnt, otherwise goals might not be satisfactorily reached. Thirdly, critical incidence analysis de~cnbes "the indication that things are not going as desired" (p8,
Mager, 1972). This significant incidental analysis is necessary to ensure inappropriate
tasks are not included and _the skills are acquired to the correct level and in the best
order. Overall, Mager advocates this detailed and specific analysis of goals in order to
maximise efficiency of the individual.
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FIGURE 2: Relations among theoretical constructs leading to occupational aspirations (p547, Goffredson, 1981)
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Goffredson (1980) viewed goals, not from the generalised parameters of Mager,
but in a more specific field. According to Goffredson, goals (in terms offuture aspirations
and occupations) develop the pre-school to college years.Two influences are important
-the individual's self concept and the influences of the social and economic environment
in which he lives. There are several other factors which relate to occupational aspirations that Goffredson grouped to signify the relationships among the theoretical constructs.
Goffredson felt that each aspect should then be examined in order to establish
the relationship thus; firstly, self concept in terms of gender, social class, intelligence ,
interest and values; secondly, occupational image (or the generalisation a person
makes about an occupation) including information regarding sex type, prestige level
and accuracy of the person's perception of their job, compared with the way experts in
the field viewed that job; thirdly, occupational preferences, noting that the higher the
compatability and self, the greaterthe value placed on that job - (Goffredson saw these
"preferences as the wish rather than the reality component of aspirations and goals"
[p48]); fourthly the perception of job accessibility (related to self concept and occupational preference but affected by educational, social and economic obstacles); fifthly,
the range of accessible educational alternatives (to fit a person's perceptions of position
and his existing social space); and finally, a need to state one occupational title as a
goal (this establishment of goals provided clear direction). Goffredson felt that those
who have a better understanding of the types of jobs available and the educational
requirements necessary are more likely to set realistic goals which, consequently,
become more attainable.
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Thus Goffredson saw that the successful attainment of goals was the result of
the relationship between many other factors - self concept, occupational images,
preferences. perceptions, occupational alternatives, naming of a goal and occupationai
1

aspirations. His approach encompasses a wider range of personal and societal variables than that of Mager, who concentrated on the analysis of the goals themselves.

6. Adjustment
·'

An individuafis not an island unto himself; rather he must live within cultural and
societal norms. There are many facets to the concept of adjustment.

{a) Multidimensional concept of adjustment
There is a multidimensional concept to adjustment, according to Sawrey and
Telford (1968), within which there are various influences on personality development.
For example, some people adjust more readily to, and are less distracted by, environmental factors than are others - some are continually fighting against social circumstances they see as irremediable, rather than either adjusting to, or accepting them; some
find the norms of social conformity a strong influence and either attempt over-conformity
or non-conformity: the reactions of some people to deprivations and privations must
also be considered as it is less frustrating to experience privation than deprivation.
Certain opportunities tend to be more readily available to some than others and previous
experiences affect each person's circumstances differently. For some, relationships
with certain impersonal systems can influence their level of adjustment and their basic
temperament influences the level and rate of adjustment. How the person sees himself
and his relationship with others, and the extent to which a person is being actualised
also influences personality development.

~
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FIGURE 3: Components of adjustment (p11, Sawrey and Telford, 1968)
Hence it can be seen within this multidimensional concept of adjustment that
there are two broad categories - firstly, those from without or external to the person,
including the environment, social circumstances, norms, deprivations and privations,
opportunities and previous experiences and relationships; secondly, the influence from
within or internal to the person, such as personality, self perception and levels .of
actualisation. These two categories combine to provide the person's total reaction and
overall perception that, in turn, determines the level of adjustment and the need to
employ defence mechanisms in order to maintain an acceptable personal ego state
and balance.

{b) Components of adjustment
Sawrey and Telford (1968} saw six components as broadly covering most of the
variables that people need to employ in order to fit better the society in which they live.
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From this figure it can be seen that each of the dimensions contributes an
influence towards the individual's overall conception of adjustment, and this in turn could
generate reciprocal action. The variables have differing levels of influence on each
individual and it is these very differences that determine where a person could be placed
on a continuum in each category. In total they provide the overall picture of the adult
relating to external forces and environment. Each of the components has a specific
influence.

i) Selective awareness

According to Sawrey and Telford, selective awareness is a safety mechanism
to avoid brain overload. In order to minimise this state a person has to 'be able to isolate
irrelevant stimuli from the mass of continually bombarding stimuli.

ii) Tolerance

Sawrey and Telford note that a person's tolerance level depends on an ability to
cope with unchangeable aspects of life. It is important for the individual to perceive
accurately which things are changeable and which are not.

iii) Autonomy

People have various needs to conform or remain autonomous from societal
demands. The level of autonomy or conformity will depend on the individuars perceived
worth of the norm compared to other available alternatives.
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iv) Personal Integration

It is necessary for people to feel integrated into the society in which they live and
work. Dependent on education and income level, this integration often occurs within a
particular socio-economic strata.

v) Self realisation

Self realisation is usually influenced by other's perceptions of self, own perception of self, and a realisation of the ideal self. It is very important for an adult to have a
realistic perception of his potential, otherwise self realisation is less likely to occur and
subsequent feeling of confusion may result.

vi) Self identity

In order to attain a satisfactory personal identity, an individual must see that he
has some level of personal control; otherwise he will need to change to avoid undue
frustrations or .lowered self esteem, thereby achieving control. Individuals who persistently fail in this process are likely to suffer chronic and/or acute identity problems. Thus,
a person's feelings of adjustment become crutial to his desired and/or actual lifestyle
within a community.
1

7. Defence Mechanisms
Defence mechanisms are ploys by individuals to try to reduce personal anxiety.

(a) Basis for and influences on use of defence mechanisms
Because many adult fail to adopt the various strategies of adjustment thay are
unable to establish a clear identity, feel that they are not in control of their lives and
cannot accept self or others or the society in which they live.The degree to which this
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lack of control occurs is influential on the levels of anxiety felt and the need to resort to
defence mechanisms. Maslow (1977) stated that people try to reduce anxiety by
seeking knowledge, although he then countered this by saying it is often better not to
know, as knowing meant one had to follow through. Hamachek (1978) gave three
consequences to knowing or further knowledge - firstly, the more one knew the higher
other's expectations became of that individual; secondly, knowledge changed a
power/subordination relationship and could create a threatening situation; and thirdly,
more knowledge meantthe acceptance of more responsibility, ignorance of the situation
no longer being acceptable or applicable. This latter concept seemed to uphold
Maslow's second position about knowledge creating a level of responsibility.
Freud (1943) felt that anxiety resulted from some form of conflict, ostensibly when
two forces pulled one against the other. The closer one of these forces came to
gratification, the higher the frustration became concerning the other. This struggle was
usually internal and highly personal. In order for stabilisation to occur, one need had to
become subservient to the other.
According to Freud, certain factors inlfuence a person's reaction to anxiety.
These include social class, ethnicity, race, parental circumstances and influence, and
personal traits. -The response a person displays to this anxiety usually becomes
organised in a pattern which invariably affects a whole range of behaviour; however
anxiety need not become disabling. According to Miller and Swan (1968) and Sawrey
and Telford (1968) intensity level of anxiety determines whether or not it is advantageous.
Freud distinguished three types of anxiety, two resulting from internal causes
and the other from external causes. These were, firstly, a neurotic anxiety which was
an id/ego conflict; secondly a moral anxiety generated by an id/superego conflict; and
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thirdly, the objective anxiety which resulted from an external stimulus creating a threat.
His ideas on anxiety changed from his earl!ier works to his later ones. Orig inally he felt
1

that anxiety resulted solely from internal conflicts but then he accepted the predominant
influence of external contingencies and a reduction in the importance of id. To-day also
there is a general consensus that anxiety results from incompatible strengths of
conflicting impulses. If neither can be satisfied without sacrifice of the other, anxiety
results. This anxiety can be expressed in a number of ways and at times can become
so intense that a person can no longer function adequately. In a physiological
framework, it would appear that if the reticular activating system (RAS) was not
stimulated externally, as suggested in the studies by Heron (1954) the reticular
activating system would, because of its unconscious nature, result in unfounded anxiety
for the individual concerned. Miner and Weiss (1969) found that after considerable
trauma, the body had lowered or depleted norepinephrine and this resulted in an inability
to function at the level normal for that individual; thus anxiety levels would be reduced.
Seligman (1968) and (1980) showed that the psychological effects of the unresolved
anxiety are manifested as varying degrees of learned helplessness.
Thus anxiety can have a physical or psychological basis which manifests itself
in physical activity or inactivity. Anxiety can be shown to be advantageous or disadvantageous depending on its intensity.

(b) Types of defence mechanisms employed
Because Psychoanalytic Theory has attended closely to the understanding of
the unconscious, it is through this model that defence mechanisms are usually viewed.
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Both Freud and Hamachek felt defence mechanisms, used to reduce anxiety,
play an important role in upholding one's se lf image. The use of defence mechanisms
can be advantageous, or they can be so debilitating as to lead to avoidance of
responsibilities. Ideally, these defence mechanisms should not interfere with the
maintenance of self esteem, rather they should enhance it. All people at some time,
whether consciously or not, employ defence mechanisms as they help maintain a sense
of worth. According to Wallace (1983) "our society seems to promote as an ideal the
ability to contain within ourselves all that matters to us" (p11 ). This pressure is likely to
increase the need to utilise defence mechanisms in order to balance real, perceived
and idea self and to help present one's desired image to society.
This notion is in line with the earlier work of Miller and Swan (1966), Sawrey and
Telford (1968), Von Haller Gi'lmer (1975) and Lilbert and Spiegler (1978). According to
Freud and Hamachek the most frequently used defence mechanisms are sublimation,
repression, reaction formation, undoing, projection, misplacement, regression,
rationalisation, denial and occasionally, autism. Although each defence mechanism will
be described as a discrete entity, few peop'le deploy only one defence mechanism; it
is more common to use a combination.

i) Sublimation

Sublimation is regarded by many authors in the psychoanalytic area as the only
successful defence mechanism as it changes unacceptable impulses to acceptable
behaviour. In sublimation, the impulse or drive thoughts are excluded from the conscious (i.e. repressed). This seNes as one of the most fundamental mechanisms as it
helps to remove self-devaluating thoughts from conscious memory. It could be regarded
as selective forgetting. All the other defence mechanisms seem to be dependent on a .
small level of sublimation
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Ii) Reaction formation

Reaction formation is an emphasis on the opposite to the unacceptable impulse
and usually results in excesses of the displayed behaviour (which is always socially
acceptable but tends to be a form of self-deception). If reaction formations are carried
to extremes or break down, their social acceptabilty diminishes.

Ill) Undoing

This is a secondary action taken to undo a previous and unacceptable action or
thought which may or may not be relative to the person or thing involved in the first
action or thought. However it is at an unconscious level and the person involved is
unaware of the association of the two acts.

Iv) Projection

Here the individual's unacceptable or disturbing impulses are attributed to others
and are the antithesis of introjection which involves the internalising of a threatening
situation to ,lessen the threat or internalisation of another's values to make living easier.
Scapegoating can be either an individual-directed or mass-directed form of projection.

v) Displacement

With displacement, the feelings or impulses toward one person or object are
displaced to another that has no connection with the original. Freud saw displacement
as playing a 'large part in motivation, whi'lst Sawrey and Telford considered that it
enabled the venting of anger without the loss of love or other retaliation and with
maintenance of feelings of self respect.

• 61 •

M Stocker

Master ·Of Education (Honours)

Chapter 4

vi) Regression

An individual escapes an unacceptable situation through regression by reverting
to a previous and more satisfactory situation; that is, it is a retreat in the face of stress
from a position of responsibility to one of dependency and is therefore less demanding
on persona/ , status.

vii) Rationalisation

Another way of alleviating guilt after performing an unacceptable act is by
providing a reasonable excuse. This is rationalisation, an unconscious process for
maintaining one's self esteem. Hamachek (1968) claims two advantages for
rationalisating; firstly, to provide an excuse and secondly, to lessen the disappointment
of not reaching one's goal. Thus, rationalisation is a continual justification for behaviour.

viii) Denial

Denial incorporates the denial of the existence of the actual thought or act and
can manifest in the engagement of fantasy to guard against painful experience, or to
stop clarity of thought to enable allienation of stress by allowing the individual to deny
the existence of the painful experience.

Ix) Autism

Autism is separated from normal fantasy as the person who participates in the
latter would prefer cope with life, whereas the autistic person prefers not to and remains
isolated from it.
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(c) Overview
According to Freud and Hamachek, the many defences allow the individual to
reduce stress and anxiety brought about through conflict from either from internal or
external sources. Many of these mechanisms may help to overcome the problem in the
short term, but in the long term can often cause more anxiety and stress in order to
uphold the image of the individual they helped to create. Defence mechanisms may be
at a conscious or unconscious level and appear necessary to allow a person to
maximise adjustment.

Constant employment of defence mechanisms means that an individual cannot
be satisfied with prevailing circumstances. The only way to avoid or minimise use of
defence mechanisms without unduly creating anxiety is for the individual to change;
however a person needs considerable incentive or motivation to do this. Hence some
people change in order to reduce anxiety whereas others resort to employment of
defence mechanisms. Hamilton (1983) noted that motivation to change was linked to
a person's ability to cope with the stress which may result from the conflict generated

by such a change. Where conflict arises in social groups as a result of a person's
decision to change - the person may no longer fit his previous position in the particular
social group.
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5.0 REVIEW OF RESEARCH AND RELATED LITERATURE:
MOTIVATION
1. Views through the ages
Without motivation man would never have altered from his neanthropic state, so
the desire to change has been with man throughout his existence . The source of
motivation has interested man from the time of the early Greeks but there is still not
agreement on what constitutes motivation, rather the definitions have altered over time
to reflect the current knowledge and understanding of the period. Thus, motivation has
been seen by a variety of people to have differing bases.
(a) The common view is that primitive man was controlled by spirits which were the
motivators for his actions.
(b) Descartes saw man's spirit or soul as being the reason for man undertaking
certain rational acts (p184, Sawrey, 1968).
(c) Bentham and James (1890) like Epicurus, Aristotle and Plato, saw motivation as
a desire to minimise pain and increase pleasure - this concept was known
as hedonism.
(d) McDougall (1908) felt that the fundamental motives of man were instincts and
these then moved the person towards a particular goal (p184, Sawrey,
1968).
(e) Hebb (1955) saw organismic intelligence expressed through motivation and
emotion - "Motivation is the effect of two sensory events - a cue or
cognitive function guiding behaviour and an arousal or a vigilance function
which provides the energy of movement" (p149).
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(f) Littman (1958) notes: "There are different kinds of motivational phenomena. It is
simply not the case that the analysis of one motivational phenomenon
provides us with an analysis of all, or even a substantial portion of other
motivational concepts. Motivation is not a unitary phenomenon (cited p4
Arkes and Garkse, 1977).
(g) Travers (1973) saw motivation as having two aspects. These were the energising
of behaviour and its subsequent direction.
(h) For De Charms (1976) motivation was not something that he felt could be
completely objectified, thus he extended the concept of individual
differences in the area of motivation.
(i) Green, Beatty and Arkin (1982). "Motivation is a term used to describe the
direction, intensity and persistence of behaviour".

(j) Wallach (1983) - "Man does not strive for himself alone - the assumption of
egoism is unwarranted and false" (p270). We are not only driven by
motives, wants and desires but also by needs that are directed towards
others.
(k) Cannon (1984) - "Motivation is used to represent the reasons why people select
different activities, persist in them and carry them out with intensity" (p1 ),
and is the "single most important attribute for effective performance" (p2).
(I) Green (1984) - "It is widely recognised that human beings are motivated to a great
extent by demands arising from social interaction" (p13).
Korman (1974) stated that interest in the area of motivation could be "traced to
the dawn of recorded history" (p5). Throughout time it has been shown that man is
aware of his desire to change. Yet this underlying motivator has not been adequately
defined in the writings of various theorists. Rather, its basis has been attributed to a
spectrum of causes ranging from external spirits, ,instincts, intelligence, physiological
needs and social desires. The modern perspective of motivation is based on cognition
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according to Green , Beatty and Arkin (1982) and this approach stemmed from the work
of Tolman (1932), Lewin (1938) and Heider and Kelly. The modern views all stress
consciousness, thinking and understanding in relation to a behaviour and its perceived
outcome and, in part, are a reflection of psychologists "greater awareness of cognition
and the role of information processing in behaviour" (p11, Green, Beatty and Arkin).
Life would not be, if there was never a desire or need to change. Motivation exists
beneath thoughts and actions: it is not static but fluid - once a particu.larthought or action
has been stimulated and executed, further motivation is then usually aroused.
2. Growth of theories .. background for the modern theories

The perceived reasons for motivation have differed according to the cultural
norms and understanding prevailing at particular periods in history. In Western culture,
man's free will and ability to exercise rationality have been emphasised from the time
of the Ancient Greeks to the mid seventeenth century, although the outward manifestations have differed. The Greek philosophy of Aristotle, Plato and Socrates, then later
work by Thomas Aquinas and St Augustine, emphasised the importance of the
pain/pleasure principle as the motivator, but by the seventeenth century a more
mechanistic approach had arisen and this was reflected in the writing of Descartes
(1596-1650) and Hobbs (1588-1679) who respectively saw the interaction of body and
mind and physical motion as the basis for behaviour. For Hutchinson (1726-1755) it
was the discovery of variety and truth; but Long later rejected this assumption of an
innate moral sense and concentrated on the doctrine of association. With the popularity
of Darwinian Theory (1852) the pleasure/pain principle returned to prominence, but was
now seen along with many other instincts as a suNival mechanism. In the Theory of
Evolution survival was seen as a function of fit with the environment; thus there was
the need in a species to alter in order to survive in a particular environment (p9, Korman,
1974). This basis was then extended by Spencer (1862) who related the Darwinian
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Theory with a hedonistic viewpoint and focused on the learning of behaviour relative to
a past history of reinforcement. Thus the continuing need for man to maximise pleasure
and minimise pain whilst interacting and balancing his physical and mental needs led
to the changing of circumstances for each individual involved.
"Psychology can help us understand the factors that influence the arousal of
behaviour, the direction of behaviour and the persistence of behaviour" (p1, Korman,
1974). Despite greater psychological and physica'I knowledge of more recent years,
modern theories still differ in outlook, although an underlying component of each is this
need to improve or change an existing situation or position. Behind these modern
theories are the basic principles of the biologically based theories which were begun
pre-1930 with the work on classical conceptual nervous system. The most important
aspect of this biological knowledge was that drive had a definite physiological basis
which could be maximised.

3. Biological bases for motivation and drive
In order to understand more fully the impetus for motivation in a biological sense
it is important to look at certain aspects of neurological function which influence general
activity. In the physiology of arousal and subsequent motivation, three structures of the
brain are involved:
- cortex
- hypothalamus
- reticular activating system.
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FIGURE 1: Major Structures of the Brain (p150,Hokanson, 1969)
Work on the cortex was undertaken both by Samuels (1959) and Hokansen
(1969) and the basis of their work was that regular brain patterns occurred which could
be measured by an encephalogram. Such measures could then be used for comparing
cortical activity under various circumstances for high to low arousal states. Thus, these
same experimental measures could be used to measure various excitation levels
related to aspects of motivation and show the intensity of cortical activity associated
with them.
According to Hokansen (1969) the posterior area of the hypothalamus was
critical for maintaining wakefulness and exerted major control on sympathetic
autonomic activity. The anterior section played an antagonistic role to that of the
posterior region and was responsible for the control of the parasympathetic section of
the nervous system: it also increased blood sugar and controUed the pituitary gland
and, because of its wide ranging control, was vital to both physical and mental activity
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related to motivation. The reticular activating system extends from the medulla to the
lower thalamus and Samuel (1959), Lindsley (1961) and Hokansen (1969) felt virtually
any stimulation to the organism from internal or external sources was associated with
stimulation from this region, which then generally aroused cortical activity. It was
actually the functioning of the reticular activating system (RAS) that was the basis of
Hebb's theory. The RAS has an increasing level of excitation which leads to the optimal
level of arousal, but beyond this climax there is increasing anxiety and inefficiency of
actions.
Stellar's (1954) physiological theory of motivation not only stressed the role of
the excitatory centres in the hypothalamus but suggested that motivated behaviour was
a direct function of them.
Buck felt this theory to be "most persuasive in the case of hunger'' but even for
this instance the excitatory-inhibitory explanation seemed too simplistic. "Biological
perspective informs current research involved in motivation and is a major contributor
to the thinking of the roles of arousal and stress in motivation" (p12, Green, 1984)
The physiological aspect is not a sole determinant of drive in the wider view of
motivation. However, the importance of these concepts of neural functioning can be
seen in everyday life. They largely provide man with the drive to satisfy his basic
biological needs and explain the importance of several levels of arousal for optimal
functioning. In a biological sense they reflect the pain/pleasure principle of the early
Greeks and show the body's need to maintain an arousal homeostatis. They do not,
however, in a psychological, social or cognitive sense explain man's desire to improve
his present condition; consequently there is a need to turn to the modern theories for
an explanation of the drive associated with the ego factor.
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4. Modern theories
(a) Background
With the underlying notion of improving or altering an existing situation or position
still intact, modern theories extended beyond the concepts of instincts and, with
ever-increasing physiological and psychological knowledge, began incorporating this
greater understanding of the brain and its functions, social and environmental influences
and, most recently, cognitive factors.
Feather (1982) summarised his view about theories of motivation thus: "there
has been a movement away from the strictly mechanistic view of a person as something
akin to a sophisticated, modifiable robot responding in predictable ways, to internal drive
states, to an alternative view of the person as continually active as well as reactive, as
engaged in processing information constructively so as to establish meaningful views
of physical and social reality, as behaving in ways that reflect intervening cognitive
processes, and as having the power to control and change environments" (p263,
Feather, 1982).

(b} Freud
Freud (1943) was the first to expound the principle of ego and although he did
not attempt to develop a systematic theory, his explanations of behaviour gave answers
to many previously unanswered questions. He hypothesised unconscious instinctual
drives as the basis for motivation and felt every action had a reaction. He postulated
defence mechanisms to cope with this situation. According to Freud, man was in
continual conflict. Arkes and Garkse (1977) note that Freud was influenced by the
neurological assumption of the need to maintain equilibrium in the nervous system by
discharging energy and keeping the body constant - this, they felt, was the basis for
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Freud's constancy principle and could also be seen in terms of the pain/pleasure
principle. The neural assumptions of Freud's theories reflected knowledge and thought
of the time, when a growing awareness of brain and nervous functions was occurring.
Topographical analysis was also a major aspect of psychoanalysis, its basic
assumption concerning the motivational strength of the unconscious psychological
processes.
According to Freud, the id, ego and superego were to be found in the unconscious and pre-conscious levels - in a topographical structure. Within this analysis, the
basal desires of the id were often in conflict with the superego in order to establish a
desirable ego. Thus man was in continual conflict within himself in an attempt to present
a favourable self image in terms of the society and culture in which he lived, while at
the same time satisfying his instinctual and basal drives.
Motivation and ego defence mechanisms for Freud were tension reducing
exercises. Maze (1983) felt Freud's unfinished metapsychology was and still is one of
the most embracing of approaches and was the "one grand systematic attempt at a
deterministic theory" (p8). However Freud is popularly remembered for his 'id, ego,
superego constructs and defence mechanisms and writers such as Green, Beatty and
Arkin (1983) see Freud's concept of superego as an early recognition of the importance
of cognition in motivation.

(c) Hebb
Within a classical conceptual framework, Hebb (1955) saw motivation as the
force responsible for the direction behaviour took and "any organised process in the
brain as a motivated process" (p71 ). Hebb originally felt that as the brain was continually
activated so too was man. This aspect raised a problem with inactivity, so Hebb changed
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the basis of his work to the recognition that although the brain may be continually active,
the biological level of arousal created a continuum and man had choices which ranged
from inactivity to activity.
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FIGURE 2 : Level of Arousal Function (p77 Hebb, 1955)

This level of arousal function went from deep sleep, through increasing alertness
and an optimal level of response and learning, to overload with increasing emotional
disturbance and accompanying anxiety, and to debilitation of the person in terms of
useful input and activity. This work was borne out in studies by Lansing, Schwartz and
Lindsley (1959), Ogawa (1963) and Freeman (1940).

(d) Humanistic Approach
The Humanistic Theory saw man's desire to improve himself as important.
Rogers (1956) in his Actualisation Theory emphasised man's need for positive, selfregard as important motivators. Central to this theory was man's innate desire to achieve
psychological fulfilment which would bring about an improvement in personal status.
This better status, in turn, could also have resulted from an upturn in financial or
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vocational position. Maslow (1977) was more precise than Rogers in his outlook and
listed five basic needs to establish his motivational hierarchy. These were physiological
needs, safety, belongingness, esteem and actualisation.

Esteem

Belongingness

Safety

Physiological needs

FIGURE 3 : Schematic Representation of Maslow's Heirarchy
Through these man tried continually to upgrade his present personal status and
as he successfully achieved his basic physiological needs, his attention would be drawn
to each of the others in turn. According to Maslow's theory, as with Rogers, man was
continually striving to upgrade his position and as man was satisfied at one level his
energies were then diverted to the next until self actualisation was reached. At this level,
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self actualisation in one field would lead to a desire to self actualise in another: hence
there was no upward limit in this area - man would always have further new needs which
in turn require varying levels of motivation to satisfy them .
This theory acknowledges man as a thinking being, not isolated from society but
living within it and thus absorbing its influence, internalising it and utilising it in the
decision making process. Man here has an internality not just the externality as seen
in the Behaviourists' approach.

(e) Achievement Approach
At a similar time to Rogers, McClelland and Atkinson (1953) formulated an
Achievement Theory that was solely concerned with motivation. It concentrated, as the
name implied, on the individual's need to achieve and thus continually improve status.
According to this theory, ability level and motivation were the prime determinants for
achievement and the strength to achieve success was determined by the motive for it,
the strength of that expectancy and the relative attractiveness of that success. Equally,
the need to avoid failure, and prior learning, were both strong determinants in motivation. According to McClelland and Atkinson the strength of the motivation had a direct
influence on the efficiency and level of performance which was determined as the
product of ability and a co-efficient of efficiency. In this figure, strength of motivation
was seen as the culminating effect of past events and learning on the basic and innate
attributes of that particular person. Consideration had also to be given to the personality
and present position or circumstances of the individual and the ability to be affected by

amotivating force . Thus motivation tended to result not from one individual or isolated
aspect, but rather an accumulation of many variables.
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Within this theory, ultimate achievement or outcome became the motivator for
undertaking a specific course. In very broad terms this could be likened to Skinner's
Reinforcement Theory whereby the perceived or experienced outcome became the
stimulator for further behaviour. However, where Skinner only looked at observable
behaviour, McClelland, Atkinson and Raynor recognised the importance of such factors
as heredity, environment, ability, a need to achieve, active avoidance of failure,
knowledge and beliefs.
Over time McClelland and Atkinson moved from this Achievement approach to
a more cognitive outlook: "man will make those behavioural choices that will maximise
his outcomes given the value of the outcomes he sees available to him, the kinds of
outcomes he desires and his rational expectancy of achieving these outcomes in that
given situation". (p 122, Korman, 1974).

(f) Behaviouristic Approach
There were three basic and early influences on the Stimulus Response Approach
represented through the work of Pavlov and Thorndike, Cannon, and Watson and Hull.
However Skinner's more recent works are probably the most widely known. Pavlov's
work with animals was well documented. He trained dogs to respond to the stimulus of
a bell so that the bell, as well as the response for food, provided the motivational force.
Thorndike, like Pavlov, felt motivation could be explained in terms of learning. He
postulated that reward strengthened the S-Rbond (named the Law of Effect). Cannon
conceived of the body as a self-balancing system; motivation being the drive that
allowed maintenance of homeostatis.

- 75 -

M Stocker

Master of Education (Honours)

Chapter 5

Watson (1943) only studied observable behaviour as he felt al l evidence must
be scientifically observable in order to be objective; whilst Hull, with his tight mathematical theory treated biological needs as the basis for motivation - internal drive was the
energiser and performance was the product of drive and habitat. For Pavlov, Thorndike,
Cannon, Watson and Hull stimulus response links were continually formed and estab.lished as the basis of man's behaviour and it was this SR pairing that was the basis of
Skinner's approach.
Although Skinner's (1973) methodological position within Behaviourism ruled out
introspection as unscientific and "private events as out of bounds because there could
be no public agreement about their validity" (p16), radical Behaviourism took a more
moderate line. It did not deny the usefulness or possibility of self-observation but it still
questioned the nature of what was felt or observed (p16). Skinner was concerned with
established facts and "interpretation rather than prediction" (p19) and claimed that the
antecedent causes were a direct link to the experimental analysis of behaviour- positive
reinforcers were seen as strengtheners of behaviour whilst negative reinforcers only
strengthened behaviour that reduced or halted the discomfort or pain. Absence of
reinforcement led to extinction of the allied behaviour. He summarised this outlook thus:
"A self or personality is at best a repertoire of behaviour imparted by an organised set
of contingencies" (p149) - the continual cause and effect relationship.

(g) Expectancy - Valence approach
Actions can be related to the attractiveness or awareness of expected consequences - they strongly link cognition and understanding to motivation. Raynor (1982)
saw a need to take "contingent future orientation seriously" (p121) as a variable that
influences motivation of immediate activity. The more modern outlook of Achieve ment
Motivation is also included in this category. Although it is still very mathematically based
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it now sees expectations as more fluid against the earlier approach of them being more
static, according to Feather (1982). Now it is the instigators of behaviour rather than
the final tendencies to be of ultimate influence and importance.

(h) Overview of motivation theories
Man's desire to change and the reasons underlying this change have created
the bases for many different theories of motivation. Each theory has tended to reflect
the biological and psychological knowledge and fashionable intellect of the particular
period as well as the outlook of the particular theorist. Drive or motivation of man and
his behaviours has been positioned at various times along a continuum from external
orientation with little conscious decision-making to the reverse situation where the
cognitive process has been paramount.
Freud's theory stressed man's inner conflict of id, ego and superego as a
powerful motivator for behaviour. Within his work, id represented the basal desires
whilst his concept of superego could be seen to be an early representation of the
cognitive awareness of the more modern theories. Hebb, within his classical conceptual
framework, placed greater emphasis on physiological aspects and determinants and
saw neurological stimulation as the basal motivator of behaviour thus reflecting the
more mechanistic view of the seventeenth and eighteenth centuries. The several
proponents of Humanistic Theory pictured man as a much more thinking being than
that portrayed by Freud and especially Hebb. Man had, within this theory, greatercontrol
of his destiny, especially once his basic urges had been met. Sections of Maslow's
heirarchy could be partly compared to Freud- safety and physiological needs compared
to id, belongingness and esteem to ego and actualisation to superego - but Maslow's
theory was more advanced in terms of the physical and cognitive knowledge available
to him.
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One of the specific theories of motivation, rather than being a component of a
personality theory, was Achievement Theory and this tended to be more reflective of
Maslow's actualisation state. Here again, man was seen as a very thinking individual
whose present state, level, direction and strength of motivation depended on heredity
which determined ability level, plus past experiences and expectancy of outcome
related to input. This cyclical effect of positive or negative outcome then becoming a
motivator for future behaviour relates this theory to the Behaviouristic model. However,
Achievement Theory was not solely concerned with visible and observable behaviours
as in the Behaviourist approach, but rather recognised the strong contribution of
non-observable variables.
Behaviourist theory reflected a much narrower approach than most contemporary theories and tended to more closely ally itself with the mechanistic approach of
Descartes and Hobbes. The strong influence of reinforcement on subsequent behaviour
was the basis of this theory, but it 'largely ignored the contribution of cognition. Again in
Expectancy - Valence approach, strength and attractiveness of reinforcer were
stressed, but here the intervening variables of cognition and understanding were also
strongly linked to and influential upon motivation.
Feather (1982) stated that the common thread of all these theories is the
"recognition that actions and their potential consequences are imbedded in a meansend structure that involves beliefs about the implications of events extending beyond
immediate consequences to possible future consequences" (p2) and in more recent
theories "people are assumed to possess cognitive structures that concern the implications of their actions, both now and in the future". (p2).
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Motivation is based on a cyclical structure where input and outcome (whether
perceived or real) are influential upon one another. Man has considerable cognitive
input to this decision-making process at all levels.
5. Other factors affecting motivation
The desire to learn and change can be influenced by self esteem, locus of control,
learned helplessness, goal realism, sociological position and how each of these relate
to the specific individual in terms of his relationship or association with others.
If a person is happy with his present level of self esteem, he will not be motivated
to improve it. However very few people are as egotistical or self satisfied as this - more
tend to be self effacing and this then can provide the motivation to improve present
status in terms of own esteem. Locus of contol can also influence type and level of
motivation - if a person does not feel in control of situations and his own life generally,
he is not as likely to generate self drive as the person who feels in control of his own
destiny, and who has a desire to upgrade his situation. Some people become learned
helpless in certain situations: then it is extremely difficult for them to become motivated
to achieve as they do not feel that their input is sufficient to alter the situation. Others
find establishing a realistic heirarchy for attainment of goals very difficult. If goals are
too distant, motivation may be drastically reduced towards reaching or insufficient to
reach, desired target. Thus, it is important to set readily attainable goals, then motivation
to achieve that goal is more readily sustained: consequently drive can transfer or
regenerate towards the next step. Abi 'lity and desire to adjust within society are other
basic motivators. A person may be motivated to more readily fit a specific role;
conversely, a person may not wish to change in case this alters desired social status .
Thus social adjustment can play a positive or negative role in motivation. If a person
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does not readily adjust, at a subconscious level there is motivation to deploy defence
mechanisms to create an equilibrium between the person, his actions and position, and
his perceived position or need within society .
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6.0 SOURCE AND MEANS OF OBTAINING DATA
1. Source
Throughout the lllawarra region the following T AFE colleges provided literacy
classes for adults in 1985: Wollongong, Dapto, Shellharbour, Nowra and Milton. Each
of these colleges administered the present study.
2. Means of obtaining data
Data was obtained using a questionnaire. In order to maximise its effectiveness
the following factors as recommended by Allen (1975) were considered in the construction:
i) length and consequently time taken to complete it.
ii) the number of pages were kept to a minimum so that it was less
threatening.
iii) irrelevant questions were omitted.
iv) simple wording of questions was employed.
v) an inclusion of demographic information to sharpen focus of results.
vi) careful consideration was given to the order of the questions.
vii) and to the relation of each question and the purpose of the study.
(pp52-55, Allen, 1975)
In this study, because subjects had various reading abilities, it was considered necessary by the researcher to ask each teacher involved with the particular group to
administer the questionnaire. This had three advantages; firstly, students were more at
ease with their own particular teacher and it was less threatening or intimidating to be
asked to complete the questionnaire by a known person; secondly, the teacher was
very aware of the literacy strengths and weaknesses of her students and knew which
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ones needed inc;iividual attention and which students could cope in a group situation in
filling out the answers; and thirdly, students, because of their trust and empathy with
their own teacher, were more likely to write what they really felt rather than what they
thought an outside administrator may want them to write. The questionnaire was also
to be

anonymo~s

as the privacy of the individual in this type of situation is paramount.

This overall approach was in line with the work by Journard (1964) who felt that people
revealed more to others that they felt they could trust.

(a) Subjects
Subjects were all the students who attended the TAFE literacy class in the
lllawarra region during Week 11, Term 1, 1985.
Composition of the classes can very throughout the year. Despite this shifting
pattern of attendance, the maximum number of students to a teacher remains at a ratio
of 6:1. Students do not attend once each day, rather some students may attend for one
session per week, others for more; this was why a specific day could not be chosen.
A specific week was chosen and all members in attendance during that week
had the questionnaire administered to· them.

(b) Questionnaire - choice of questions
Each question was chosen to represent a specific area of this study. It was felt
that the results of the questions would then provide information that would be of interest
and use to those involved in teaching adult literacy programs by widening the background information of the type of person who presented himself and also further
enlighten providers of other information relating to certain psychological factors and
motivation that may influence the type of program or approach that would be provided.
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See Appendix 1a and 1b for a copy of the questionnaire and administration
instructions.
Page 1 was used to obtain demographic information regarding sex, marital
status, present age, length of time in program, if English was native language or not,
for how long English had been spoken, age of leaving school, present employment
situation, literacy area in which assistance was sought, position in family, suburb of
residence and parents' occupations.
TABLE 1
TOPICS COVERED IN PART 1 OF THE QUESTIONNAIRE
No.

TOPIC COVERED

1
2
3
4
5
6
7
8
9
1O
11 a
11 b
12
13

total attendance of students in RAWFA clases, TAFE lllawarra
Marital status of students
Age of male students
Length of time of attendance in present course
Native language of students
Years of English as a second language
Age of leaving school
Employment status
Type of employment of students in region
Literacy sujects in which students obtained assistance
Position in family
Number of children in fami'ly into which students were born
Place of residence of students in RAWF A courses
Parental occupation of students in RAWFA classes
1

The remainder of the questionnaire was related to certain psychological factors
and motivation of the student. The following table shows the question number and topic
covered by it.
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TABLE 2
TOPICS COVERED IN PART 2 OF THE QUESTIONNAIRE
QUESTION

TOPIC COVERED

1
2
3
4
5
6
7
8
9
1O
11
12
13
14
15
16
17
18
19
20

Selective awareness as a child
Selective awareness as an adult
Feelings of helplessness related to literacy improvement
Anxiety regarding attitudes to improvement
Comparison of own literacy abilities with others
Desire to have reading ability like others in the community
Feeling part of the community in which one lives
Perception of self and others
Others' expectations of literacy levels
Feelings of self related to literacy abilities
Feelings of helplessness related to literacy improvement whilst attending class
Who needs to put in most work for student's improvement -locus of control
Restrictions to undertaking certain activities because of limited literacy skills
The desire to give up lessons
Input and apparent results
Anxiety related to filling out a form in public
Experience of unfounded anxiety
Thinking about not being able to read and spell well
Use of excuses so that others would not be aware of student's illiteracy
Attempt to hide the fact that student could not read, write and speU as well as
he would like to be able
Perception of present abilities
i) Reading
ii) Writing
iii) Spelling
iv) Prose
Perception of reaching goal of being able to read, write and spell as well as the
individual wanted
Motivation for student to improve reading, writing, spelling and prose
The feeling that life would be different if one could be as literate as one would like to be
Helpfulness of class
Comments made by students relating to helpfulness of their class

21

22
23
24
25
26

3. Statistics used
For this study there was no control group using either literate or illiterate people.
The whole basis for the study was to gather useful information about students already
involved in TAFE literacy programs, to be of assistance to providers of literacy programs
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for adults when formulating their aims, preparing materia'I and updating their approach.
The teaching of illiterate adults has a relatively short history. Basic information and the
straight forward and readily understood presentation of results is currently more
important than complex statistical analysis. The results of each question will be treated
discreetly as each was seen as providing useful information regarding the target group.
The questionnaire was divided into two sections:
Part 1 was concerned with demographic and socio-economic information. The
results for this section were presented as raw scores. Mean score was also often given
as a comparison between obtained results against that expected if students were evenly
divided among the categories or if the result was obtained by chance.
Part 2 For most questions in this section a five part grid was used and students
were asked to place their answers along the grid at what they felt was the most
appropriate position for their circumstances.
For questions 1 to 11 and 13 to 20 the extreme positions were 'always' and
'never'; for question 12 extremes were 'your teacher' and 'you'; for question 21 parts
(a) to (d) the extremes were 'nothing' and 'everything'; for question 22 the extremes
were 'no' and 'yes'. The format for the remaining questions differed. For 23 seven
choices were given and students were asked to mark one of the choices; for questions
24 and 25 a 'yes' or 'no' answer was required. All the results for Part 2 were presented
both as raw scores and as percentages.
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7.0 RESULTS
The results will be presented in the two broad areas covered in the questionnaire :
1) biographical detail
2) psychological aspects and motivation

1. Part 1 of the questionnaire: biographical details
These results present the biographical background of the students. Each of the
questions asked will be represented in tabulated form.

TABLE 1
TOTAL ATTENDANCE OF STUDENTS IN RAWFA CLASSES,
TAFE ILLAWARRA, WEEK 11, 1985.
College

Males

Females

Total

Wollongong
Dapto
SheUharbour
Nowra
Milton

5
13
16

10
22
34
16

1

5
9
18
9
4

Totals

42

45

87

7

5

Table 1 shows the total attendance of students in R.A.W.F.A. classes during
Week 11, Term 1, 1985.
Throughout the region males, 48%, and females, 52%, attended R.A.W.F.A.
classes. There was a fairly equal representation of males and females at all colleges
except Milton and the small total number of students there, although against the trend,
cannot be considered significant.
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TABLE 2a
MARITAL STATUS OF MALE STUDENTS

College

Marital Status
Single Divorced
Married

Wollongong
Dapto
Shellharbour
Nowra
Milton

4
7
7
5
1

Widowed

1

1

Total

5
13
16
7
1

6
9
1

Totals 24 2 16- 42

Table 2a shows marital status of male students.
Single men were the largest representation,57°/o, followed by married men, 28%.
There were only two divorced men and no widowers.

TABLE 2b
MARITAL STATUS OF FEMALE STUDENTS
Marital Status
Married
Single Divorced

College
Wollongong
Dapto
Shellharbour
Nowra
Milton

3
5
3
2

Totals

14

Widowed

Total

5

2

4
6
10

1

5

9

2

4

1

3

1

27

1

9
18

45

Table 2b shows marital status of female students. Married women, 60%, were
the most represented followed by those who were single,31 %. There were only three
divorcees and one widow.
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'Marital status of males and females differed in that attendance was more
common among single men but more common among married women in all colleges
except Shellharbour where there were more married, than single, men in attendance
there.

TABLE 3a
AGE OF MALE STUDENTS
Years
College

15-19

20-24

Wollongong
Dapto
Shellharbour
Nowra
Milton

2
6

1
2

Totals

3
3

25-29

2

1
1

10

2

5

30-34

35-39

1
3
1

1

40-44

45-49

50-54

1

1
1

1

1
2

1

16
7
1

2

2

1

3

1

42

55-59

5
13

1

1

15

6

Total

Table 3a shows age of male students.
Thirty six percent were in the 15-19 age group, 24% in the 20-24 group, 14% in
the 30-34 group and the remainder of students fairly evenly distributed among the other
age groups.

- 88 -

M Stocker

Master of Education (Honours)

Chapter 7

TABLE 3b
AGE OF FEMALE STUDENTS
Years
College

15-19

Wollongong
Dapto
Shellharbour
Nowra
Milton

5

Totals

12

20-24

25-29

30-34

2

2

3
2
2

4

1
1

2
3

3

35-39

40-44

45-49

50-54

55-59

1
2
3
1

2

2
1

1

3

1

2

2

7

9

8

3

Total

5
9
18
9
4

45

Table 3b shows age of female students.
Twenty seven percent were in the 15-19 age group, 20% in the 30-34 group,
18% in the 35-39 group, 16% in the 25-29 group, none in the 50-54 group and the
remainder across the other groups.
For both males and females highest attendance pattern was in the youngest age
group. Attendance for women was higher than for males in the mid-twenties to the
late-thirties.
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TABLE 4a
LENGTH OF TIME OF ATTENDANCE IN PRESENT COURSE- MALES

College

0-6
months

Wollongong
Dapto
Shellharbour
Nowra
Milton

4
9
9
4

Totals

26

Length of time
7-12
months

1
2
1

4

1-1
years

2
2
1

5

1 -2
years

3
1

over2
years

Total

1

5

2

13
16
7
1

4

3

42

Table 4a shows length of time of attendance for males.
Over half of the students were in the zero to six months category; that is, they
had enrolled within the first term of year that the questionnaire was conducted. The
remainder of students were fairly evenly divided over other categories.

TABLE 4b
LENGTH OF TIME OF ATTENDANCE IN PRESENT COURSE - FEMALES

College

0-6
months

Wollongong
Dapto
Shellharbour
Nowra
Milton

4
4
1
5
2

Totals

26

Length of time
7-12
months

1-1
years

1 -2
years

over2
years

1
1
1
2
1

1
2
1

1
5

2

9

1
1

9
4

7

7

1

4

45

Total

5
18

Table 4b shows length of time of attendance for females.
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As with males, over half of the students were in the first category of new enrollees.
However, 32°/o percent had attended for between six months and one and a half years
and only 9°/o over two years.

TABLE Sa
NATIVE LANGUAGE OF STUDENTS - MALE
College

English

Wollongong
Dapto
Shelf harbour
Nowra
Milton

5

Totals

35

12
10

Other

Total

5
13
16
7
1

1
6

7
1

42

7

The number of males whose native language was or was not English is shown
in Table 5a.
Eighty eight percent were native English speakers and 22% were non native
English speakers.
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TABLE Sb
NATIVE LANGUAGE OF STUDENTS- FEMALE
College

English

Wollongong
Dapto
Shellharbour
Nowra
Milton

5
6
10
7
3

8

18

2

9

1

4

Totals

31

14

Other

Total

3

5
9

45

The number of females whose native language was or was not English is shown
in Table Sb.
Overall,69°/o had English speaking background and 31°/o had non-English
speaking background.

TABLE 6
YEARS OF ENGLISH AS A SECOND LANGUAGE - MALES AND FEMALES
No. of years of ESL
0-5
6-10
11-15
16-20
21-25
26-30
+30

Males

Females

Total

8
3
3
1

1

7

1
1
1

2
2

3

3

0

7

Totals

6
0

21

14

Table 6 shows years of English as a second language for both males and
females.
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Fifty percent of the women had used English for five or fewer years whereas
almost 50% of the men and about 20% of the women had used English for between 26
and 30 years. The remainder of both males and women was distributed across the
categories.

TABLE 7a
AGE OF LEAVING SCHOOL - MALES
Still at No
Schoo1School11

College
Wollongong
Dapto
Shellharbour
Nowra
Milton

1

Totals

1

1

12

1
1

13

1
2

1

14

15

16

1
6

2
1

2
4
2
1

17

18

6

1
1
1

1

4
13
16
7
1

3

1

42

Total

+

4

1

1

1

2

3

3

9

11

7

Table 7a shows age of leaving school for males.
There was only one male at school and two who had never attended school. The
most popular ages for males leaving school were 15, 16 and 17. From the raw score it
was noted that students who had attended school to age 17+were mainly those with
non-English speaking backgrounds and two males whose native language was not
English were in the categories of no school or leaving school at age eleven. Thus the
non-English background males had the extreme positions on the scale. The figures
show that 20% of the males whose native language was English left school before the
acceptable legal age level.
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TABLE 7b
AGE OF LEAVING SCHOOL - FEMALES
Still at No
school school -11

College
Wollongong
Dapto
Shellharbour
Nowra
Milton

Totals

11

12

13

1

3
2

1

1

3

14

1

2

1

1
1

2

1

2
2

2

6

15

16

3
2
3
2
3

2
2
2

13

7

2

17

18

18+

Total
5

1
3
1

9
18

3

9
1

4

3

4

1

45

Table 7b shows age of female students leaving school.
For women the most

common

school-leaving age groups were 14, 15 and 16.

From the raw score, it was the women (as with the men) of non-English speaking
backgrounds who filled the extreme positions on the scale. Again from the raw score it
was noted that all women who had attended school in the 17+ age category, and all of
those who had left at age twelve or below, were from non-English speaking backgrounds. Most popular age for leaving school for all the females was fifteen.
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TABLE 8a
EMPLOYMENT STATUS- MALES
Inv. Pens.

College

Unemployed

Employed

Total

2

5
13

42

Wollongong
Dapto
Shel'lharbour
Nowra
Milton

1
1
1

9
3

3
4
6
3

Totals

2

24

16

9

16
7
1

Table Ba shows the employment status for males.
Over half of the males, 57°/o, were unemployed and two more were on invalid
pensions. Thus almost 62°/o of males were dependent on Social Security whilst the
remainder were in employment.

TABLE 8b
EMPLOYMENT STATUS- FEMALES
College

H.D.

Inv. Pens.

Wollongong
Dapto
Shellharbour
Nowra
Milton

2
3
3

1

Totals

10

2

1

Unemployed

Employed

Total

1
3
15
4
2

2
2

5
9

5

18
9
4

9

45

25

Table 8b shows employment status for females.
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Among the women there were 22o/o who gave home duties as their employment
even though a category for this was not included. Of the remainder 20% were in
employment, 55°/o were unemployed and one was on an invalid pension.
For both males and females unemployment was more common than employment.

TABLE 9
TYPE OF EMPLOYMENT OF STUDENTS IN REGION - MALE AND FEMALE
Types of employment

Males

Females

Total

Unskilled
Semi-skilled
Trades
Professional

2
8
6

7

9
10
6
0

Totals

16

9

2

25

Table 9 shows type of employment undertaken by males and females in the
region.
Of the sixteen men in employment, 50% were in semi-skilled positions, 12.5%
were in unskilled jobs and 37.5% were in trades. As expected there were no men
engaged at a professional level.
Vocational employment for the women was at a much lower level than for the
males. No women were at trades level, only 25% were in semi-skilled positions whilst
the remainder were in unskilled jobs.
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TABLE10a
LITERACY SUBJECTS IN WHICH MALES OBTAINED ASSISTANCE

College

Reading

Getting help with
Writing
Spelling

Wollongong
Dapto
Shellharbour
Nowra
Milton

4
10
12
6
1

4
10
13
2
1

Totals 33

30

36

2
13
14
6
1

Prose
1
5
8
4
1

18

Table 1Oa shows the literacy subjects in which males obtained assistance. For
the purpose of this question literacy acquisition was divided into the categories of
reading, writing (manual dexterity), spelling and prose; students were encouraged to
mark more than one category - those in which they fe lt they were obtaining assistance.
As shown in Table 1Oa, most males, 86%, felt they needed help with spelling. The
second most requested subject.by 79%, was reading; then writing, 71 %, and lastly
prose ,43°/o.
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TABLE10b
LITERACY SUBJECTS IN WHICH FEMALES OBTAINED -ASSISTANCE
Getting help with
Writing
Spelling

College

Reading

Wollongong
Dapto
Shellharbour
Nowra
Milton

5
7

5

4

Totals

38

6
16

Prose

5

1
5

4

7
18
9
4

32

43

25

4
8
11

10
7
2

Table 1Ob shows the literacy subjects in which females obtained assistance.

For women as with men, the greatest need for assistance was for spelling, 96%;
followed by reading, 84%; writing, 71°/o; and prose,56%. All students came for some
form of literacy help but not all students came for help in all categories. Some students
saw themselves as only needing help in spelling whereas others sought assistance in
all categories.
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TABLE 11a
POSITION IN FAMILY
Position in family

Males

Females

Total

1
2
3
4
5
6
7
8

17
6
10
4
2
2

11
10
16
1
2
2

28
16
26
5
4
4
0
0
0
0
0
3
0
1
0
0

9

10
11
12
13
14
15
16

3
1

42

Totals

45

87

Table 11 a shows birth position of male and female subjects.
Almost 33% of the males and 25% of the females were first born in their family.
Of the males, about 15% were second born and almost 25% were third born.
There were also subjects in fourth, fifth, sixth and fourteenth position.
Of the females, approximately 22% were second born and 33% percent were
third born. There was only one in each of fourth, fifth and sixth categories and three in
twelfth position .
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TABLE11b
NUMBER OF CHILDREN IN FAMILY INTO WHICH STUDENTS WERE BORN
Number of children

Males

Females

Total

1
2

2
10

3

8

4

4

5

6

2
5
9
8
6
7
3
1
1
1

4
15
17
12
12
13
6
1
1
1
1
2
0
1
0
1

6

6

7

3

8
9
10
11
12

1
1

1

13

14

1

15
16

42

Totals

45

87

Table 11 b shows number of children in the family into which students were born.
Number of children in the family ranged from one to fourteen for males and one
to sixteen for females.
For males and females combined, 22% came from families of one or two children
and the remaining 78% came from families of three or more children.
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TABLE12
PLACE OF RESIDENCE OF STUDENTS IN RAWFA COURSES - MALE AND
FEMALE
Place of residence
Albion Park Rail
Barrack Heights
Bomaderry
Fairy Meadow
Dapto
Farmborough Heights
Figtree
Greenwell Point
Huskisson
Koonawarra
Lake Heights
Lake Conjola
Mangerton
Milton
Mollymook
Mount Warrigal
Nowra
Oak Flats
Terrara
Ulladulla
Unanderra
Warilla
Wollongong
Woonona

Males

Females

2
9

1

5

1

3
14
2
3
16
1
2

2
3
9

Total

7
1
1

1

1
1
1

1
1
1
1

1
1
1
6
3
1

5
5
3
2

2
2
1

4
2
1

2
2
1
1
1
1
1

5
11
6
1
2
2
6
3
1

P'lace of residence was shown in Table 12.
For both males and females, most lived within easy travelling distance of a
technical college . Greatest distance covered by any subject was from the township of
Huskisson to Nowra TAFE - a return trip of some 50 kilometres and this trip was
undertaken by one of the females.
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TABLE13
PARENTAL OCCUPATION OF STUDENTS IN RAWFA COURSES
Type of employment

Father

Mother

Total

Unskilled
Semi-skilled
Tradesperson
Professional
Home duties
No father/mother

10
35
27

19
7
3

29
42
30

8

4

12

54

54
7

7

Parental occupation was shown in Table 13.
Students were asked the type of employment in which their parents had been
or were engaged. The results showed that 11 % of the students' fathers were unskilled,
40°/o were semi-skilled, 31 % were tradespeople, and the remaining 18% were fairly

evenly divided between having a professional father or not having a father at all. For
student's mothers, 62°/o were engaged in home duties, 22% were in unskilled positions,
and less than 10% in each of the other categories of tradesperson or professional. All
students reported having a mother figure.
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TABLE14
SUMMARY OF STUDENT BIOGRAPHICAL DETAILS
Topic

Detail

Males

Females

Total

Marital
status:

Married
Single
Divorced
Widowed

16
24
2
0

27
18
3
2

32
5
2

-19
20 to 29
30to 39
40 to 49

15
12
8

3

12
9
17
6

- 6 months
7 - 12 months
13 -18 months
19 - 24 months
+ 24 months

26
4
5
4
3

26
7

Oral
language:

Native English 35
E.S.L.
7

31
14

Number
of years
schooling:

- 12 years
13 - 15 years
16-18 years
+ 18 years

4
15
21
1

6
21
14
1

10
36

Student's
occupation:

Inv. pensioner
Home duties
Unemployed
Employed

2
0
24
16

1
10

3
10

25

49

9

25

Age :

Length of
attendance
in present
course:

7
1
4
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TABLE 14 (Continued)
SUMMARY OF STUDENT BIOGRAPHICAL DETAILS
Topic

Detail

Males

Females

Total

Needs
help
with:

Reading
Writing
Spelling
Prose

33
30
36
18

38
32
43
25

73
62
79
43

Position
in
family:

1-2
3-4
5-6
+7

23
14
4
1

21
17
4
3

44
31

8
4

Parent's
occupation:

Home duties
0
Semi-unskilled 45
Trades I
professional
35

54
26

54
71

7

42

Table 14 shows a summary of biographical details.
There are strong similarities in most categories for males and females. The major
differences between the two categories was in marital status and age. Sixty percent of
females were married whilst almost 60% of males were single; 50% of women were
over 30 whilst 63% of males were under 30.
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2. Part 2 of the questionnaire: Psychological factors and motivation
TABLE15
QUESTION 1 -SELF PERCEPTION OF SELECTIVE AWARENESS AT SCHOOL
Males

Choice

No.
4

1(never)
2
3
4
5(always)

6
10
9
13

Females
%
No.

%

10
14
24
21
31

18
9
33
9
31

8
4
15
4
14

Total

12
10
25
13
27

Table 15 shows the results for the question:
"As a school student did you find it hard to concentrate at school?"
Ten percent of the males and 18% of the females perceived that they had never
had a problem in this area, whilst 31 % of both males and females always felt that they
had a problem with concentration at school. For both males and females, more
perceived themselves as having concentration problems than those who considered
they had no concentration problems at school.

TABLE16
QUESTION 2- PERCEPTION OF SELECTIVE AWARENESS NOW
Choice Males
No.
1(Never)
2
3
4
5(Always)

9
7
13
9
4

Females
No.
%
21
17
31
21

10

10
10
18
8
3

Total

%
19
17
31
17
7

22
22
40
9
7

Table 16 shows the result for the question:
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"Do you still find it hard to concentrate on your lessons?"
Thirty eight percent of males and 44o/o of females perceive themselves now as
never, or hardly ever, having a problem with concentration in lessons. Only 31 % of
males and 16% of females perceive that they now always, or nearly always, have
difficulty concentrating. For both males and females fewer perceive themselves as
having a concentration problem than those perceiving themselves as having difficulty
in this area.

TABLE17
QUESTION 3 - SELF PERCEPTION OF HELPLESSNESS
Choice

Males
No.

5

1(Never)
2
3
4

8

5(Always)

13

6

10

Females
No.
%

12
14
24
19
31

15
2
10
9
9

Total
%

33

20

4

8

22
20
20

20
17
22

Table 17 shows the results for the question:
"Did you feel, before starting your present class, that you would never improve?"
Twelve percent of males and 33% of females thought, before they started their
class, that they would never improve.
Yet 31 % of males and 20% of females always thought that they would improve.
Males had a more positive perception of their ability to improve than did the
females.
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TABLE18
QUESTION 4 - ATTITUDE TO SELF HELPLESSNESS
Males

Choice

No.

1(Never)
2
3
4
5(Always)

10
6
8
8

10

Females
%
No.

%

24
14
19
19
24

40
9
9
16
27

18
4
4
7
12

Total

28
10
12
15
22

Table shows the results for the question:" Did this (feeling of never improving)
worry you?"
Twenty four percent of males and 40°/o of females stated that they had never
been worried about the prospect of never improving: These positive figures could relate
to the answers in the previous question for students who always felt that they would
improve.
Twenty four percent of males and twenty seven percent of females always
worried about not improving and these figure are similar to the figures on the previous
table for students who felt that they would never improve.
In the answers to this question, male opinion is much more evenly spread across
all categories than for the females.
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TABLE19
QUESTION 5 - SELF PERCEPTION OF RANKING FOR LITERACY SKILLS

No.

Females
No.
%

7
6
3
9
17

17
14
7
21
40

Choice Males

1(Never)

2
3
4
5(Always)

2
6
8
13
16

Total
%

4

9
12
11
22
33

13
18
29
36

Table 19 shows the results for the question:
" Do you feel most people can read, write and spell better than you?"
Seventeen percent of males and only 4% of females never felt that most people
could read, write and spell betterthan they could but 40% of males and 36% of females
always felt that others could read, write and spell better than they could.
TABLE 20
QUESTION 6 - PERCEPTION OF DESIRED SELF COMPARED TO PERCEIVED
COMMUNITY LITERACY LEVELS.
Choice Males
No.
1(Never)

2
3
4
5{Always)

3
4
4
8

23

Females
No.
%
7
10
10
19
55

Total
%

7

7
4
11
16

28

62

3

2
5

6
6
9
15
51

Table 20 shows the results for the question:
" Do you want to be able to read like others in the community?"
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Seven percent of both males and females never felt that they wanted to be like
others in the community but 55% of males and 62°/o of females always felt that they
wanted to be able to read as well as others in the community.

TABLE 21
QUESTION 7 - SELF PERCEPTION OF COMMUNITY BELONGONG
Males

Choice

No.

Females
No.
%

1(Never)

0

0

2
3
4

3
8
8

7

5(Always)

23

19
19
55

1
4
8
4

27

Total
%

2

1

9

7
16

18
9
60

12
50

Table 21 shows the results for the question:
"Do you feel part of the community in which you live?"
No males and only 2% of females never felt part of the community in which they
lived whilst 55% of males and 60% of females always felt part of the community in which
they lived.

TABLE 22
QUESTION 8 - PERCEPTION OF WHETHER LITERACY ABILITY INFLUENCES
FEELINGS OF BELONGONG
Males

Choice

No.

1(Never)

13

2

4

3

5

4

11

5(Always)

9

Females
No.
%

31
10
12
26
21

12
5
10
7
11

Total
%

27
11
22
16
24

Table 22 shows the results for the question:

- 109 -

25
9
15
18

20

Master of Education (Honours)

M. Stocker

Chapter 7

"Do you see youself as different from others because you can 't read, write and
spell as well as they can?"
Thirty one percent of males and 27°/o of females claim never to have seen
themselves as different from others because of their reduced literacy skills; however

21°/o of males and 24°/o of females always claim to have felt different because of the
perceived differing literacy levels between themselves and the rest of the community.
TABLE 23
QUESTION 9- PERCEPTION OF EXPECTATIONS OF OTHERS
Males

Choice

No.

Females
No.
%

%

Total

1(Never}

6

14

4

9

2
3

1

5

3

7

8
8
19

19
19
45

12

27
18
40

4
5(Always)

8

18

10
4
20
16
37

Table 23 shows the results for the question:
"Do you think others expect you to be able to read, write and spell?"
Fourteen percent of males and 9°/o of females never saw others as expecting
them to have the literacy skills of reading, writing and spelling, but 45% of males and
40% of females thought others expected them to possess these literacy skills.
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TABLE 24
QUESTION 10- PERCEPTION OF SELF WORTH IN RELATION TO LITERACY
SKILLS
Males

Choice

No.

1(Never)

2
2

2
3

5
5
28

4
5(Always)

Females
No.
%

5
5
12
12
67

Total

%

4

9

6

2
10
19
10

4

4
15
24

22
42
22

38

Table 24 shows the results for the question:
"Would you feel better in yourself if you could read, write and spe ll more?"
Only five percent of males and 9% of females never thought that they would feel
better if their literacy skills were higher: however 60% of males and 22% of females
stated that they always thought they would feel better about themselves if their literacy
skills were higher.

TABLE 25
QUESTION 11 - PERCEPTION OF LOCUS OF CONTROL

No.

Females
No.
%

1(Never)

14

33

23

51

37

2

9
9
7
3

21
21

4
9

9

17
7

4

9
11

13
18
11
8

Choice

Males

3
4
5(Always)

5

Total
%

20

Table 25 shows the results for the question:
"Do you really feel, no matter how hard you try, you will never really learn well?"
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Seven percent of males and 11 % of females always felt that they would never
really learn well. However the majority were more positive with 54°/o of males and 60%
of females feeling that they would learn.

TABLE 26
QUESTION 12 - PERCEPTION OF LOCUS OF CONTROL RELATIVE TO
PRESENT IMPROVEMENT
Males
No.

Females
%
No.

2

5

0

4

0
4
10

4
24

6
2
10
6

5(You)

26

62

18

Choice

1(Teacher)
2

3

Total

%
13

4
13
13
40

8
2

17
16
44

Table 26 shows the results for the question:

"Who do you think has to put in the most work for your improvement?"
Five percent of males and 13% of females thought that the teacher alone had to
have the greatest input, but 62% of males and 40% of females thought that the student
alone had to put in the most work to bring about his own improvement.
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TABLE 27
QUESTION 13-ARE THERE THINGS IN LIFE THAT YOU CAN'T DO BECAUSE
OF YOUR READING AND SPELLING PROBLEM

No.

Females
%
No.

1(Never)

4

10

2

6

14

6
6

3
4
5(A!ways)

11
18

26

20

43
7

9

13
13
44
20

4

9

Males

Choice

3

Total

%

10
12
31

27
7

Table 27 shows the results for the question:
"Are there things in your life that you can't do because of your reading and
spelling problems?"
Ten percent of males and 13% of females felt that there was nothing they could
not do as a consequence of their limited literacy skills. However, although only 7% of
males and 9% of females thought that everything in their lives was affected by their
limited literacy, 43°/o of males and 20% of females marked the second category from
that total extreme indicating that they felt their limited Hteracy greatly influenced their
lives.
A determination of the ways people saw their limited literacy affecting their lives
could be the basis of a further study.
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TABLE 28
QUESTION 14 - DO YOU FEEL LIKE GIVING UP YOUR LESSONS?
Males
No.

Females
%
No.

1(Never)
2

23
10

55
22

29
2

3
4

4
4

7

5(Always}

1

8
8
5

Choice

Total
%

'64

52
12
11

4

5

16
11

9

2

4

3

Table 28 shows the results for the question:
"Do you feel like giving up your lessons?
Here 77°/o of males and 68% of females stated that they never or hardly ever felt
like giving up their lessons. Only 5°/o of males and 4% of females always felt like giving
up their lessons.

TABLE 29
QUESTION 15- PERCEIVED OUTCOME OF PERSONAL EFFORT
Choice

No.

Females
No.
%

%

1

3

2

2

3

7

11
9
18

2'6
21
43

1
1
10
11

2
22
24

22

49

4
21
20
40

Males

1(Never)
2
3
4

5(Always)

Total

Table 29 shows the results for the question:
Does all the work you do seem to get results?"
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Only 3% of males and 2% of females never felt that all the work they did seemed
to get results, whilst 43°/o of males and 49°/o of females always felt that all the work they
did seemed to get results, and 22% of males and 24% of females largely felt that way;
thus for most, perceived outcome was seen as worth the effort involved in its achievement.

TABLE 30
QUESTION 16- PERCEIVED ANXIETY RELATED TO PERFORMING A
LITERACY TASK IN PUBLIC

No.

Females
No.
%

%

6
2

14
5

18
2

14
5
15

33
12
36

Males

Choice

1(Never)

2
3
4
S(Always)

8

1
8
8
20

Total

18
18
44

14
3
22

13
35

Table 30 shows the results for the question:
"If you fill in a form in public, do you feel anxious about it?"
Fourteen percent of males and 18% of females stated that they never felt anxious
about filling in a form in public, whilst 36% of males and 44% of females always felt
anxious about filling in a form in public and 12% of males and 18o/o of females almost
always felt anxious.
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TABLE 31
QUESTION 17 - PERCEPTION OF UNCONFIRMED ANXIETY
Males

Choice

No.

16

1(Never)
2
3
4
5(Always)

9

8
5

4

Females
No.
%

38
21
19
12
10

13
7
7
4
14

Total

%

29
16
16

29
16
15

9

9

31

18

Table 31 shows the results for the question:
11

Do you ever think about not being able to read and spell well?"

Thirty eight percent of males and 29% of females never felt anxious for no reason
at all but 1Oo/o of males and 31 % of females always felt anxious for no reason at all.

TABLE 32
Question 18 - Background to goal establishment
Males

Choice

No.

11

1(never)
2

4

8

3
4

S(always)

4
15

Females
No.
%

26
10
19
10
36

10
5

11
9
10

Total

%

22
11
24
20
22

21
9

19
13
25

Table 32 shows the results for the question:

11

Do you ever think about not being able to read and spell well?
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Twenty six percent of males and 22% of females never thought about not being
able to read and spell, however 36% of males and 22% of females always thought about
not being able to read and spell well.
TABLE 33
Question 19 - Perceived employment of verbal defence mechanisms
Males

Choice

1(Never)
2
3
4
5(Always)

Females
No.

No.

O/o

15
2
12
4
9

36
5
29
10
21

Total
%

17
5
7

38
11
16
13
22

6

10

32
7
19
10
19

Table 33 shows the result for the question:
"Do you find excuses so that people will not know?" (your literacy levels).
Thirty six percent of males and 38% of females stated that they never tried to
find excuses so that people would not know of their literacy levels, but 21°/o of males
and 22% of females always tried to hide their illiteracy.
TABLE 34
Question 20 - Perceived employment of other defence mechanisms
Choice

Males

1(Never)
2
3
4
5(Always)

Females
No.

No.

%

14

33
7
17
19
24

3

7
8

10

14
8
7
6
10

Total
%

31
18
16
13
22

Table 34 shows the results for the question:
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"Do you try to hide the fact that you can't read, write and spell as well as you
would like to be able?"
Thirty three percent of males and 31°/o of females never tried to hide the fact that
they were not as literate as others. however, 24% of males and 22% of females always
tried to hide the fact that they could not read, write and spell as well as others.

TABLE 35
Question 21 a - Perception of present ability : reading
Males

Choice

No.

4

18
10

5
12
43
24

S(Always}

7

17

1(Never)
2
3

2
5

Females
%
No.

Total
%

1

2

3

4

9
40

36

18
17
5

38

11

9

27
12

Table 35 shows the results for the question:
"How much reading can you do now?"
Only 5% of males and 2% of females felt that they could do nothing in reading.
However 17% of males and 11 % of females felt that they could do everything with
reading now.
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TABLE 36
Question 21 b - Perception of present ability: writing
Males

Choice

No.

1

1(Never)
2
3

6
22
6

4
5(Always)

7

Females
%
No.

3
14
52
14
17

2
5
17
12
9

Total
%

3
11
39
18
16

4

11
38
27
20

Table 36 shows the results to the question:
"How much writing can you do now?"
Only 3o/o of males and 2% of females felt that they could do nothing in writing.
Seventeen percent of males and 11°/o of females felt that they could do everything in
writing.

TABLE 37
Question 21 c .. Perception of present ability : spelling
Males

Choice

Females
No.

Total

No.

%

1(Never)
2
3

4

2
9

4

20

15

23

49

49

4
5(Always)

4

10
14
62
10

9

20

13

2

5

3

7

5

6
26

%

Table 37 shows the results for the question:
" How much spelling can you do now?"
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Ten percent of males and 2°/o of females felt that they could do nothing in their
spelling: and only 5% of males and 7% of females felt that they could do everything in
spelling.

TABLE 38

Question 21 d - Perception of prese']t ability : prose
Males

Choice

No.

4
10
16
9
3

1(Never)
2

3
4
5(Always)

Fema'les
No.
%

10
24
38
21
7

5
10
15
10
5

Total
%

11

9

22

20
31
19
8

33
22
11

Table 38 shows the results to the question:
11

How much prose can you do now ?

11

Ten percent of males and 11°/o of females felt that they could do nothing in prose,
whilst 7°/o of males and 11°/o of females felt that they could do everything in prose.

TABLE 39

Question 22 - Perceived realism of literacy goal
Males

Choice

No.
1(Never)
2

3

0
3
2

4

9

S(Always)

28

Females
No.
%
0
7

5
12
67

0
3
3
12
27

Total
%
0
7
7
27

60

Table 39 shows the results for the question:
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"Do you think you will ever reach your goal of being able to read, write and spell
as well as you want to ? "
No males or females never thought that they would reach their goal of being able
to read, write and spell as well as they would like to. Sixty seven percent of males and
60% of females always felt that they would reach their goal of being able to be as literate
as they would like to.

TABLE 40

Question 23 - Perceived basis for continuing program
Choice

Males

a)To feel better
about myself
b)To get
another job
c)To get any
job
d)To get
promotion
e)To earn
more money
f)So people will
think more of me
g)To help my
children with their
schoolwork
h)Another reason
(please state)

Females
No.

Total

%

No.

%

18

43

22

49

40

4

10

1

2

5

9

21

3

7

12

3

7

1

2

4

1

2

1

2

2

0

0

2

4

2

2

5

10

22

12

5

12

5

11

10

Table 40 shows the results to the question:
"Why do you want to improve your reading, writing, spelling and prose ? "
The first choice of each person was used as the basis for this table.
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From Table 48 it can be seen that a) "To feel better about myself" had the highest
score for both males and females. Forty three percent of males and 49% of females
chose this category.
The second most popular choice for males was c)" To get any job" with 21 %,
whilst for 22% of females it was g) "To help my children with their schoolwork".
Twelve percent of males and 11 % of females chose to state their own reason
for coming. These are set out in Table 41 for males and Table 42 for females.

TABLE 41
STATED CHOICE FOR STUDENT ATTENDING LITERACY PROGRAM - MALES

To help myself
To read a newspaper
I need everyday English ( NESS student)
To join the Army
To improve and communicate better with people(N.E.S.B.)

TABLE 42
STATED CHOICE FOR STUDENT ATTENDING LITERACY PROGRAM·
FEMALES

To improve and get the School Certificate
For my work
I want to be an interpreter (NESS student)
I want to go into journalism
For my home business

Tables 41 and 42 list the reasons given by male and female students for the
category" please state" in question 23:
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"Why do you want to improve your reading, writing, spelling and prose?"
These statements were not prioritised into any order, but just listed as they
appeared on the various student's pages.
These five males and five females chose one of the given categories as their
first reason for wanting to improve but also stated a further reason without giving that
reason a priority.
These additional comments are included for interest to show the diversity of
reasons beyond the given categories for continuation of class.
TABLE 43
PERCEPTION OF CHANGES FROM LITERACY ACQUISITION

% yes % no

Males
% yes % no

76

76

24

Females

24

Table 43 shows the results for the question :
"Do you feel that life would be different if you could read, write and spell as well
as you would like to ? "
For both males and females 76% felt that life would be different if they could
read, write and spell as well as they would like to, however 24°/o of both males and
females felt that their lives would not be different.
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TABLE 44
PERCEIVED BENEFITS OF CLASS
Males

Females

% yes % no

% yes % no

100

100

Table 44 shows the answer for the question :
" Do you find your present class helpful ? "
For both males and females, 100°/o felt that their class was helpful.
For this question students students were also asked to state 'why' or' why not'
they found the class helpful. Many students added comments here and their comments
have been included in APPENDIX B. These comments fell into four broad categories
as set out in Table 45.
TABLE 45
CATEGORIES OF COMMENTS MADE BY STUDENTS RELATING TO THE
HELPFULNESS OF THEIR CLASS
Category of comment

No.of comments in each category

Helpfulness of teachers and material
Positive feelings re improvement of
literacy skills
19
Increased esteem
Acceptance into group
9

27
36

Table 44 shows the comments made by students in response to the question :
"Why (why not) do you find your present class helpful?"
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From the groups of replies it can be seen that comments concerning the
individual's positive feelings relative to his improved literacy skills are the most frequently given. Many students were also keen to comment on the helpfulness of the teacher
and I or the material used and on the feelings of increased esteem. For nine, acceptance
into a group was beneficial.
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8.0 DISCUSSION
The results from the questionnaire point to some similarities and some differences between males and females both in biographical data and that relating to
psychological factors and motivation.

1. Part 1 of the questionnaire: Biographical information
(a) Total attendance of students in RAWFA classes, TAFE lllawarra, Week 11,
1985.
Previous studies on reading ability in children have shown that boys have greater
problems than girls in literacy acquisition up to late primary school age , after which the
differences are balanced out. The evenness of attendance figures of males and females
in the present study gave credence to this conclusion. There were 42 males and 45
females. In literacy programs, attendance figures are usually below the enrolment
figure, so although 87 people were in attendance during Week 11, Term 1, 1985, there
would have been more students enrolled in programs in the region who were not in
attendance during that week. Enrolment figures for that week were not obtained in the
present study. When the need for a literacy program was being considered and the
first full-time literacy officer was appointed to the region in September, 1979, there were
approximately six students attending the program at Wollongong TAFE and the same
number at Dapto . There were no programs at Shellharbour, Nowra or Milton. Thus from
late 1979 to mid 1985 there was a substantial growth in attendance at RAWFA classes
and also in the staff. It was felt that this growth reflected a growing community
awareness or the program being offered and a growing acceptance by the target group
to utilise the available facilities. Nevertheless, if the incidence of illiteracy in Australia
lies at 3. 7°/o of the population whose native language is English (Goyen, 1975), there
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is still an enormous discrepency between number of adults attending courses and the
number who could benefit from assistance. In the present study both males and females
had very even attendance at the various colleges.

(b) Marital status
The largest number of males seeking assistance were single although a significant minority were married. Many of these men were out of work and using the time
to attempting to upgrade skills and thus improve employment prospects.
The largest number of females seeking assistance were married, a reversal of
the position of males. One possible explanation for the difference between male and
female numbers is that married women seeking assistance tended to reflect society's
expectations that it is the woman's responsibility to help the chi ldren with school work,
whilst for the men the popular expectation is that they will undertake the role of the
major breadwinner. It is possible to fill this role of breadwinner in occupations that do
not require literacy skills of a high order but again the combination of level of education
and level of income usually prevails. There were a few divorced or widowed individuals
represented in both male or female categories, perhaps because an illiterate who has
had a partner to deal with all the demands upon literate skiUs can find himself alone,
without someone else to deal with written information and will have to undertake the
role himself.

(c) Age of students
The attendance pattern of students reflected what Neugarten (1973) termed the
social clock. Most popular age of attendance for males was from 15 to 24 and 30 to 34.
It was felt that these age brackets represented differing needs of individuals at those
times of life . For females greatest attendance was in two age brackets from 15 to 19
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and 25 to 29. Within the context of the social clock for our society, education is largely
equated with youth, so it was expected that more people in this lower age bracket would
1

attend. This was reflected in the figures for both males and females.
These early years are also those in which society expects the individual to make
vocational commitments and decisions. Thus it appeared that many of the students
were attempting to follow these expectations. For females there was a lessening of
attendance in the earlt twenties and it was expected that many young women at that
age were establishing relationships and much of their time was spent with domestic
commitments that deflect or obviate the need for literacy skills. It was interesting to note
that for both males and females there was a lull in seeking of literacy skills, for males
in the 25 to 29 age bracket and for females in the 20 to 24 age bracket. After the lull
the need again arises to evaluate one's literacy and lifestyle requirments. Men were
being offered slight promotions at work, such as to leading hand, creating a need for
higher literacy levels and thus a desire by the individual to upgrade skills. Attendance
of women after age 25 again reflected the social clock. Most were mothers, with a
greater need for literacy skills arising during the care of an infant (e.g. reading formula
and prescription instructions) and continuing during schooling (e.g. notes to the teacher,
notes brought home for the parent to read and homework that needs parent supervision
and assistance) . For some of the women, including those with a non-English speaking
background, there was a desire to return to the workforce once the children "were off
their hands" and so the RAWFA class was being used as a "stepping stone" towards
their goal.
The figures suggest that as adults age, over 35 for males and 39 for females,
they are less likely to attend a literacy class, perhaps because those with limited literacy
skills, having acquired survival skills to operate within their particular lifestyle, are less
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likely to seek help and to change. Problems may arise for these people if their
meaningful other, on whom they have depended for literacy support, is no longer
available.
From age and marital status of students it would appear that literacy needs alter
throughout life and that attendance patterns reflect a willingness to seek and accept
outside literacy help in an attempt to satisfy these changing needs. Growth in number
of full-time staff from one in 1979 to fifteen in 1988 also reflect TAFE's awareness of a
literacy deficit for some in our society and a positive endeavour to meet the requirements
of those people in need of, and willing to seek, assistance to upgrade their literacy skills.

(d) Length of attendance
RAWFA programs are very open ended as they are designed to cater for the
student's specific needs both in terms of content and length of attendance. There are
no particular entry or exit level skills - rather each student is assessed to establish a
baseline which becomes the starting point for attendance that continues until he feels
he has reached his specified goal or is ready to articulate to another course.
Some students come for a very specific reason; for example, to be able to learn
"The Rules of the Road" in order to earn their learner's plates, or to learn to fill in the
paperwork they will need to cope with as a leading hand. Attendance needed to learn
such specific skills will depend on many factors, but often the student, on achieving his
limited goal leaves the class.
Sometimes on achieving one goal the student will reassess his needs and
establish another goal to work towards and thus will attend the classes for a longer
period. Other students are less able to perceive clearly or articulate their goals - they
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just" want to be able to read" or" to get better" and for them attendance can be for a
longer period. Of the mal_e, sixty two percent had enrolled within the six months prior
to this study with the remainder being fairly evenly divided among the other categories.
Of the females fifty eight percent had attended for up to six months, thirty two percent
from six to eighteen months and nine percent for over two years. The unemployed males
for whom the program provided a level of commitment. challenge and somewhere to
go, as wen as the upgrading of skills and the possibility of employment, appear to be
the people in the longer term categories. More often among the females, however, once
having overcome the initial embarrassment of admitting a need for help, greater
personal satisfaction was reported in "doing something just for themselves", stimulated
by the mental challenge. These were not "someone's mum" or "wife" but they were
there as individuals doing something they chose and wanted to undertake. Not
surprisingly, this is more applicable to the mature women than to the teenager, and to
those females who had had a longer term of attendance.

(e) English or non-English speaking background of students
RAWFA classes are basically designed for people whose native language is
English and for those who have a considerable command of spoken English. The profile
of the classes represented this aim with eighty three percent of males and sixty nine
percent of females having English as their native language. The greater number of
women with NESB attending RAWFA classes almost certainly represented the fewer
options open to them for furthering their language skills. If a NESB male was employed
he usually had opportunities to exercise his new language more than the wife who,
often by lack of language, was largely confined to the home. It was also often the
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expectation that the wife and mother would be the one responsible for helping the
children with their homework and this put increasing pressure on her to develop her
own language skills.

(f) Number of years with English as a second language

Three NESS males and three NESS females had used English as their main
language for between twenty six and thirty years. The three men were victims of the
recent rationalisation of staff at Australian Iron and Steel and were using this period of
unemployment to upgrade their skills and thus enhance their employment prospects.
The three women were seeking further education in an attempt to re-enter the workforce
after raising families. In each category there were more women seeking assistance than
men and it was noted earlier that the perceived reasons for this greater attendance by
women were reduced options and different family commitments than for the males.
Most of these students would have attended one of the programs by the Adult
Migrant Education Service on arrival or soon afterwards and several had studied English
at school in their homeland before coming to Australia. RAWFA classes are not seen
as a first step to education for NESS students, Adult Migrant Education Service provides
at that level, but RAWFA can be the step for some into the Australian adult education
system. Attendance figures tended to bear this out.

(g) Age of leaving school
Of the total number of students, four were still at school when this study was
conducted: school age students are the lowest enrolment priority and would need to
have been at least fifteen when attending TAFE. In 1987 there was no provision for
these students due to increased demand for the service by adults. It was surprising to
note that almost a quarter of all males and over thirty percent of all females had left
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school prior to the legal leaving age. Some of these people may have been from
overseas where different cultures allowed for earlier leaving, but not all. Of the total
group twenty one percent of the males and twenty nine percent of females, finished
schooling at the minimum legal leaving age. These figures support the work by
Falkenmire (1976) on the level of education reached by students in NSW literacy
programs where fifty four percent left in Years 8 and 9 (age approximately fourteen to
sixteen) and sixty eight percent left in Years 7 to 9 ( age approximately thirteen to
sixteen). In the present study, fifty five percent of males and fifty eight percent of females
left school between the ages of fourteen and sixteen and sixty two percent of males
and females left between the ages of thirteen to sixteen. The desire to leave school
early reflected the difficulties both educationally and emotionally that an illiterate prson
suffers in a formalised compulsory education scheme where their levels of expertise
are often, whether overtly or covertly, being compared unfavourably with their peers.
Stubbs (1980) listed eight reasons as the cause for children having problems at
school - the pupil, family and social background, teacher and school, medium, material,
method, emotional disturbance and social underprivilege. It was probable that many of
the students in the present study experienced some of these causes to varying degrees
and these created the problems and attitudes that eventually brought the student to
leave school at an earlier age than expected. Most teachers themselves are from middle
class backgrounds and some may not be aware of the limited literacy levels of some
of the parents, lack of print material and language deficits experienced in some homes.
Furthermore, the socialising and communicative skills of some students and these
teachers would have differed markedly, thus reducing further the chance of closer
positive relationships. It was these differences among teachers, as Goodacre (1971)
pointed out, that were more important than the reading material used for the acquisition
of literacy. Many students who were not good educational performers and who did not
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enjoy these close relationships or feel at ease at school were among those who left
school as early as possible. Some of the students may have experienced specific
learning difficulties resulting from what Corballis (1985) termed as a "cognitive-cumneurological problem" (p1) and this limited ability to achieve educationally must also
have influenced the decision to leave school as early as possible.
The percentage of male and female students who left school after the age of
seventeen, represented the number of NESB students in the present programs. Many
of these people had had considerable education in their native countries but could not
transfer strsight across to a comparable status in another language so had to re-start
at a more basic level.

(h) Employment status
Sixty two percent of males and fifty eight percent of females were not in any form
of paid employment, whilst thirty eight percent of males and twenty two percent of
females were employed. Twenty two percent of the women gave home duties as their
employment and there may have been more women and some men in this category
except that no special provision was made for this on the questionnaire, that is, the
figure only represented those people who particularly raised the matter.
In the Enquiries by the House of Representatives Select Committee on Specific
Learning Difficulties (1976) one finding stated that those who have inadequate literacy
skills face major employment problems a fewer employers are prepared to hire them.
They have fewer choices and opportunities available to them throughout their working
lives, have difficulty in maintaining themselves in employment and have limited
prospects for promotion. This difficulty of finding employment was also attested by
Corson (1974), in the BBC Handbook (1975), Grant (1980) and Foster (1981 ). The high
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level of unemployment among both the men and the women in this present study seem
to re-inforce these earlier findings. It must also be recognised that the greatest number
of students taking part in the questionnaire attended Shellharbout TAFE. The suburbs
surrounding this TAFE have had some of the highest levels of unemployment figures
in the state for many years. The dismissal of thousands of employees from Austa!ian
Iron and Steel and the consequent effect of this on other industries in the lllawarre region
must also have some bearing on the present results. However it must be expected that
even in times of relatively high employment, illiterate people will still experience some
difficulties in obtaining employment, especially anything that is personally satisfying and
financially rewarding.

{i) Type of employment of students in the region
The types of difficulties in obtaining employment and the variety available, as
set out by the previously mentioned writers, was also evidenced in this category for the
subjects in the study. The highest status of employment for males was at trade level
and for females at a semi-skilled level. The great majotiry of the males were in
semi-skilled situations and the females in unskilled positions. The type of employment
available to these people must also be looked at in terms of the length of time they had
spent in compulsory schooling; which was less than would be expected for the average
person. The type of subsequent employment and its related wage structure would be
reflected by these earlier educational deprivations.
Thus limited and inadequate education started a cycle for most individuals
whereby unemployment or limited employment resulted. This in turn determined the
individual's status and class position (to the extent that a capitalist society like Australia
re-inforces class).
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Structural inequalities, according to Western (1977) derive from status, power,
sex, ethnic origin and race and so it can be seen that for the majority of illiterate people,
especially for those whose native language is English, there is little chance of improvement without some very positive attempt to upgrade educational level and thus break
the poverty and lower class cycle.
For those individuals whose native language was not English and who had very
adequate educational provision in their own countries prior to coming to Australia, their
own prospects may not be very good. However, it is surprising, when talking to these
people, how prepared they seem to be to accept this "downgrading" for themselves so
that their children may enjoy what the parents see as the bright prospect of the
Australian way of life.

(j) Literacy subjects in which the student sought assistance
For both males and females the subjects in which they were seeking assistance
were spelling first, reading second, writing third and prose fourth. It was thought that
many students may have confused writing with prose. "Writing" in the present context
was the manual ability to write whereas "prose" was the ability to express oneself in
words. Many of the present students, whose desire for higher spelling expertise was
so obvious, saw prose as literary composition rather than any practical exercise and so
did not see it as applicable to their lives.
It is popularly assumed that literacy means the ability to read, but it also includes
the ability to express thoughts, ideas and opinions adequately in the spoken or written
form. In order to express a message clearly from writer to reader, the written image
must be in a form that is eadily understood by the reader, and this entails using the
conventions of spelling. Many people lack confidence in their ability to spell and the
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less confidence they have the more difficulties they tend to experience with spelling as
they doubt what they have written is correct. Many of the present students lack this
confidence with their spelling and suffered levels of anxiety elated to it and their desire
to upgrade in this area was an attempt to minimise discomfort related to the need to
engage in using the written word. Additionally, many of the students with NESS find the
irregularity of English spelling a difficult concept, especially if their own language has a
phonetically regular pattern.
As life in Austalia is based very much on literacy, people need to develop literacy
skills appropriate to their particular lifestyle needs in order to function fully in the society
and not, as Freire states, to suffer the dominance of the powerful and literate.

(k) Position in the family and number of children in the family to which the
student was born
Over half of the males and females were born in the first four birth positions.
Position in family ranged from first to fourteenth for males and first to sixteenth for the
females. Family sizes for students in this study were larger than for the general
community as recorded in the most rcent census. In the present study, twenty two
percent of students came from families of one or two children and seventy eight percent
came from families of three or more children: In the 1986 census, seventy four percent
of children came from families of one or more dependent children and twenty six percent
came came from families of three or more dependent children -these figures are almost
opposite to those found in the study.
Horton (1976) saw five factors in relation to personality development - biological
inheritance, physical environment, cultural inheritance, group experience and individual
experience. It must be asked, especially in regard to some of these larger families, what
the effects of these factors were on the individuals and the degree on their influence
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on the subsequent literacy acquisition of the person. Were the children given a rich
language background? Were they adequately housed and fed? Into which social class
were they born? What effect did their birth position and size of family have on their
approach and attitude to literacy? Were there books and other reading material
available in their homes? What role models related to literacy did their parents provide?
Although the present study did not attempt to answer these questions, assumptions could be made based on Vernon's (1971) statement that literacy is highest in the
upper socio-economic class and decreases steadily with the decline in social class.
From education level and employment status it can be seen that most of the present
students would not be in a highly favourable position and thus would not be expected
to have a high a literacy level as others with a more favoured background.

(I) Place of residence of students
As was expected most students lived within a reasonable travelling distance of
the TAFE they attended. Greatest distance travelled by a student would be a return trip
of about fifty kilometres to each class. It was also of interest to note that most of the
suburbs and places, listed as place of residence, would be commonly regarded as
"working class" not "upper class" suburbs - again reinforcing the notion of a link between
status and class and education and employment levels.

(m) Occupation of parents
Edgar (1976) and Reid and Donaldson (1977) showed the importance of parents'
occupation to lifestyle of offspring - they stated that father's occupation, parents'
background and education are seen as some of the most important variables in terms
of social and economic status of the family.The study by Davie (1972) also stressed
the importance of parents' occupation as an influence on their offspring's vocational
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prospects. For the students in this study, 7°/o had parents at professional level, 17% of
the parents had occupations at trade level, whilst the bulk of the parents, 71 % were in
semi- or unskilled positions. The remainder were the mothers engaged .in home duties.
In the present study the results bore out the findings of the work of Edgar, and
Reid and Donaldson. There seemed to be a high representation, according to vocational
status, of parents involved in menial employment. This vocational role model of parents
must also reinforce certain attitudes towards the value of education and literacy.
Parents' occupation also has a large input into the cycle of deprivation and class position
of offspring and as the latter in turn become parents the cycle perpetuates. Like their
parents, a large proportion of these students in the present study were in semi- or
unskilled occupations. The greatest difference in employment status between parents
and the present students was the level of unemployment. All of their parents, other than
the mothers engaged in home duties, had been in some form of paid employment,
whereas for the present students 65% of males and 56% of females were unemployed.
Judging from the previous studies this appears to present a very depressing prospect
for the offspring of the present students. Not only does the cycle perpetuate, but it
seems, on present indications, to be on the downward spiral.
Hence for many students, subsequent life opportunities were already restricted
by their parents. Previous work by Horton (1977) has shown how difficult it is to change
from one social class to another-thus for many, backgrounds shaped their present and
future circumstances and chances, unless a conscious effort was made to change the
cycle. The students' attendance at classes was seen as a positive step for them to
upgrade skills and subsequent lifestyle opportunities.
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(n) Summary of biographical results.
It would seem that the biographical results borne out in this present study are
very similar to those of other studies undertaken regarding students attending literacy
classes.
Marital status and age of students reflected the differing needs of individuals at
certain times in their lives. Literacy seemed, judging by attendance patterns, to be more
pertinent and important depending on the time on the individual's social clock. Length
of attendance also reflected student's needs. Some students had attended for considerable lengths of time whereas others were new to the groups.
The design of the program is geared to cater for the differing levels and types of
literacy students may wish to learn. There is no specific ability entry level, rather each
student has his own base level and needs on which his program is designed. There
were always more names on the roll than students in attendance, reflecting in some
students an inability to commit themselves to an educational program, and in others an
overcommitment in general responsibilities sufficient to force a subsequent withdrawal
from class.
The majority of students had English as their first language and for those whose
native language was not English, half had been in Australia for more than five years.
Those of non-English speaking background were generally the ones who had attended
school for the greatest length of time . Many of the native speakers had left school with
minimal educational levels - often even prior to the legal leaving age. This limited
education was then reflected in the vocational opportunities open to them. Many of the
students were unemployed, reflecting both those lower educational standards and also
the difficult economic situation in the lllawarra at the time of the study.
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Most students wanted help with more than one area of literacy- spelling , reading,
writing and prose being the order in which students felt they needed most assistance.
Lifestyle of the students, either short or long term, lies behind many of these choices.
A large proportion of the students were born within the first five birth positions of
the family and birth positions ranged from first to sixteenth. No figures were collected
for actual family size. Overall, it appears family had a strong influence on language
development.
Occupations of parents were mainly in the unskilled or semi-skilled categories.
The greatest differences between parents' employment and that of their offspring
occurred in two areas: a small percentage of the parents were employed at professional
level and obviously none of the present students enjoyed this status themselves. The
second major difference was that no parents were listed as being unemployed whereas
over half of the present students were so listed. This was seen as a reflection on the
differing prevailing employment. There was also concern that many of these parents
may not have provided a rich, stimulating oral and written language environment in
which to immerse their offspring who were the subjects of the present study.
Attendance at a literacy class was seen as a positive endeavour on the part of
the student to try to break out of a cycle of deprivation. Low literacy levels mean fewer
employment opportunities, a greater risk of redundancy in tight economic times, less
opportunity for promotion and constantly lower financial remuneration. Previous studies
have shown that parents' employment status associated not only with offspring's literacy
level but also with overall subsequent lifestyle. By coming to literacy classes the present
students could, through their own positive input, help to create better opportunities not
only for themselves but also for their families.

- 140 -

M. Stocke'r

Master of Education (Honours)

Chapter 8

2. Part 2 of the questionnaire : Psychological factors and motivation.
The biographical information provided a framework for Part 2 of the questionnaire, which contained items pertaining to psychological factors and motivation.

{a) Selective awareness - as a child.
Sawrey and Telford ( 1968) felt that selective awareness was a safety
mechanism to avoid brain overload and that certain people had greater levels of ability
to isolate relevant stimuli from those that were irrelevant, allowing more energy to be
concentrated on the task in hand. In the present study, almost a third of both the males
and females always felt that they had had a problem in concentrating on what was being
taught and another forty five percent of males and forty two percent of females felt that
they had varying degrees of difficulty in this area. It is likely that this inability to listen
selectively and attend to what was being taught must have magnified the effects of
student's pre-existing deficits, such as poor language environment and low educational
level of parents, each of which can be associated with low pre-educational stimulation
and curiosity arousal. Present students as children probably needed to have a greater
level of attentiveness and ability to concentrate than did their peers in order to gain the
greatest benefit from their lessons, and overcome possible language and experiential
deficits. Judging from the results obtained here however, this was not the case. Thus
students probably experienced overload in the form of confusion and subsequent
frustration, compounding other possible detrimental interference to their learning.

(b) Selective awareness - as an adult.
More students as adults than as children felt that they ever experienced selective
awareness problems. The number of students that still felt that they always had this
problem was reduced from thirty one percent to ten percent for males and from thirty
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one percent to seven percent for females. This change may be due to a differing
perception by the students of their problems as children and as adults. Alternative ly,
the ability to increase selective awareness may be developmental, in which case many
of the present students could have developed an ability to distinguish better between
irrelevant and relevant stimuli. This ability to concentrate better could relate positively
to literacy acquisition.

(c) Feelings of helplessness related to literacy improvement.
It was expected that many students, because of personal and family lowered
literacy levels , rate of unemployment and subsequent lowered income, wou ld experience learned helplessness in terms of ability to improve their literacy levels.
According to Freire, low income and learned helplessness provided a frequently found
combination among illiterates. Thl!S it was in the present study where fifty percent of
the males and forty percent of the females stated that prior to starting their literacy class
they always or nearly always feltthat they would never improve. Many of these students,
as children, apparently could not perceive the relationship between personal action,
task performance and feelings of pride and shame. As Cook (1983) stated, this creates
problems by providing inappropriate reinforcement so students internalise feelings of
fai lure in re lation to literacy acquisition. This may have been responsible among the
present students for the largely negative attitude towards improvement. Only twelve
percent of males, but thirty percent of females, stated that they have never experienced
feelings that it was impossible to improve, so it would appear that the females tended
to have the less pessimistic outlook. The women may have experienced the more
positive attitudes because many of them were engagep in home duties and had not
had the depressing experience of losing a job and no longer being regarded as the
breadwinner in the family. For many of the men, this could have increased their feelings
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of helplessness not just regarding literacy but towards life in general. Despite the
feelings that they would never improve, these students still enrolled in their present
literacy class.
A strong desire to try to improve skills in order to return to the workforce must
have been a forceful initial motivator for some people. For many people, coming to
TAFE may have provided a socially acceptable way to fill in part of their day, again
especially for those who were recently entrenched, or unable to find even initial
employment. Present students may have been more likely to accept encouragement
by others to join a literacy class, demonstrating at least one positive aspect of the earlier
reported feelings among this group, of external control.
(d) Anxiety regarding attitudes to improvement
More women than men, forty percent against twenty four percent stated that they
never worried that

they~.mild

not improve. The women's acceptance of their role and

place in society as mothers seems to have contributed to their more positive outlook,
as in the previous question women were more positive about their ability to improve
than were the men. However twenty four percent of males and twenty seven precent
of females always worried that they would not improve. The people in this category
were those that felt a need to improve in order to bring about an important change to
their lifestyle - both males and females seeking to retrain to go back into the workforce.
Several of these people had a NES background and lived in Australia for many years,
so had reached a lifestyle plateau with their language. While they remained within
certain parameters their English was sufficient but there was an awareness that their
language was inadequate for a large number of situations.
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(e) Comparison of own literacy abilities with others.
Hamachek (1978), Beecher ( 1980), Young (1980) and Argyle (1980) all agreed
that self awareness and self image developed from a conscious perception of self in
relation to others. Thus if one felt equal to or better than others, self image would be
much higher than if self compared unfavourably. Forty percent of males and thirty six
percent of females always felt others' literacy skills were higher than their own , whilst
seventeen percent of males and four percent of females never felt others could read,
write and spell better than they could. According to Falkenmire (1976) the person who
is illiterate due to educational deprivation is often keen to be language-competent and
is concerned about his existing levels of performance. This was the case with many of
the present students, especially those with limited education, but also those NESB
students who were competent in their own language and so were acutely aware of their
language deficits with English in comparison to native speakers. Students' perceptions
of other people's literacy levels would be likely to depend largely on the circle in which
they lived and worked and how aware they were of the literacy levels needed to function
fully in the wider community. Students who were aware that most other people's literacy
skills were higher than their own , would most likely be those coming into contaC'twith a
more diverse group of people than was the case with those students who felt their
literacy skills were comparable. Because many students, especially women, saw their
literacy skills as poorer than others it was concluded that most students would also have
a lowered self image.
(t)

Desire to have reading ability Hke-others in the community
According to Horton (1977), cultures are classed as normative and these norms

expound the way things should be done. As the norm for our Australian culture is for
adults to be able to read, and as there are strong social pressures to conform, it was
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felt that literacy students would have a strong desire to be like others in the community
in terms of their literacy skills and that this desire should provide a strong motivation for
people to attend courses.
This desire to be like others was borne out in the present study where seventy
four percent of males and seventy eight percent of females always or nearly always felt
that they wanted to be able to read like others in the community. This was probably
strong enough to overcome the feelings that many students had before coming to class
that they would never improve. It would seem that the desire to have similar literacy
abilities to others and thus fit society's norms in this respect was sufficiently powerful
to overcome earlier and existing feelings of helplessness and to provide the drive to
enrol in TAFE's literacy program.
Seventeen percent of males and eleven percent of females never or hardly ever
felt the desire to have reading ability like others in the community. It must be wondered
why these people felt the need to to come to class. Reasons for attendance could be
three-fold: Firstly, these respondents could have been strongly encouraged to enrol in
class by another person such as a wife, mother, husband or any meaningful other rather
than attending through self motivation; secondly, they may have had a specific and
narrower reason for attending, perhaps needing to upgrade skills for a job promotion
or just learn enough to obtain a driver's licence without looking for general improvement:
or thirdly, they may have been people who already had adequate reading skills but
enrolled in RAWFA classes to improve their spelling or prose. The level of importance
people place of this desire for equality relies on several factors: Firstly, the perception
adults have of their own ability compared to others; secondly, the various groups in
which people operate and the literacy levels of others in these groups; thirdy, how much
the person wishes to upgrade his status; fourthly, how many satisfying activities the
adult is involved in and whether these are at a level that matches the student's reading
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ability; and finally, the individual's perceived worth of the norm compared to other
available alternatives. For those whose parents are not literate either, there may have
been a lack of awareness of the increasing need for literacy. The reality, of course, is
otherwise. As Beasley (1981) pointed out, a person in 1970 filled in seventeen times
more forms than someone who died in the 1940s. However, for students with a limited
background and social group, prevailing norms about literacy levels may not seem too
different from those of parents or others in their group.

(g) Feeling part of the community in which one lives.
Nettler (1957) suggested that the greatest deprivations of the illiterate included
feelings of isolation, alienation and normlessness. Horton (1977) felt that the illiterate
was seriously disadvantaged by living in a literate society where others could draw on
the written word and he could not. However, in the present study seventy four percent
of the males and sixty nine percent of females always or nearly always felt part of the
community in which they lived. No males and only two percent of females never felt
part of the community in which they lived and only a further seven percent of males and
nine percent of females were in the "hardly ever" category. Although there was no way
of knowing from this study which of the people did not, or hardly ever felt part of the
community in which they lived, one could speculate reasonably that the people who felt
less part of the community in which they lived would have been those with NES
background but some higher education. This small group may have felt more part of
their own ethnic community, especially those whose stay in Australia had been relatively
short, rather than part of their suburb. However, unlike those in Nettler's study, the
majority basically felt part of the community in which they lived, tending, because of
educational background and consequent income, to congregate and live near other like
people.
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In general, therefore, the students in the RAWFA class did not feel alienated
from others in the community in which they lived as they would congregate with others
from their community who had similar interests and backgrounds. Because unemploy- ment figures in the northern lllawarra are much higher than the state average, individuals experiencing unemployment, especially those attending Wollongong, Dapto
and
Shellharbour TAFEs, would have an awareness that many others in the community were also affected by the recent retrenchments - so to be unemployed did not
carry such negative connotations in those places as it may have in other areas of high
employment and high status, or during another more economically prosperous period.
It was pleasing to note that so many people did feel part of the community in
which they lived as this would be seen as a positive aspect of their lives, and according
to Marcia (1966) this close acceptance should allow people to have more positive
feelings of self esteem.

(h) Perception of self and others.
Whilst the majority of students felt that most people could read, write and spell
better than they could. There was a mixed reaction among them to this observation,
especially in regard to feeling that they were different to from others. Thirty one percent
of males and twenty seven percent of females never felt they were different from others
whilst twenty one percent of males and twenty four percent of females always felt that
they were different because of differing literacy abilities. Again these perceptions of
differences are seen as comparative and depend basically on the perceived levels of
literacy ab.ility of the particular student compared with his perception of other's ability
and how important these differences are. If individuals wished to be engaged in activities

-147 -

M. Stocker

Master of Education (Honours)

Chapter 8

that required considerable literacy expertise, then they were more likely to see themselves as different than if their lives, and the lives of meaningful others, revolved around
non-literacy activities.

(i) Others' expectations of literacy levels.
Sixty four percent of males and fifty eight percent of females always or nearly
always felt that others expected them to be literate, whilst nineteen percent of males
and sixteen percent of females never or hardly ever thought that others expected them
to be literate. Again these results represent the type of circle in which people belong
and thus how positive or negative the comparison and consequent expectations are.
Furthermore, the degree to which others assumed these students to have functional
literacy, or the number of times these students had been placed in embarrassing
situations because of their level of literacy, would influence their attitudes in this area.

(j) Feelings of self related to literacy ability.
A high proportion both of males.seventy nine percent, and females, sixty four
percent, stated that they always or nearly always would fee! better about themselves if
they could read, write and spell better. Only ten percent of males and thirteen percent
of females stated that they would never or almost never feel better about themselves
if they were more literate. It was surprising to note that even though a large percentage
of people did not feel alienated from the community in which they live, they are still very
aware that most others have better literacy skills and that the community's expectation
is for them to be literate. It is to be expected that the majority of these students, even
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though they may not feel alienated, are very aware of the community's norms, wish to
accommodate them and would thus feel better about themselves if they were more
literate.
Beecher (1980) stated that how a person felt about himself arose from all his
beliefs and attitudes and that the norms supporting them would be inculcated overtime.
According to Hamachek (1978) and Argyle (1982), these are clearly rooted in childhood.
In our society, as the norm is for literacy, these student's attitudes and beliefs about
self and others would have been influenced by their comparative lack of literacy skills.
Erikson (1956) felt that role model was very important, especially during teenage
years, and for many of these students, role model and close community norms in those
earlier impressionable years may not have demanded as high a level of literacy as the
wider community. It may have been only as these students became adult and more
aware of the wider norms and their influence, especially in terms of employment and
children's schooling, that their own inabilities become more blatantly obvious. Thus, in
order to feel better about themselves there was a need to be literate for the majority of
the students.
If we accept Young's (1980) claim that perception of self is the greatest
determining factor in the individual's life, we could accept that in the present group, this
need to be literate probably provided a level of drive for them to join a literacy group.
Those students who stated they would not feel better in themselves if they were
more literate, may have been adults, like those interviewed by Levine (1980), who did
not feel literacy was of great importance in their lives.
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(k) Feelings of helplessness related to literacy improvement whilst attending
class.
Earlier in the questionnaire when the students were asked if they felt they would
never improve their literacy before coming to class, fifty percent of males and forty
percent of females always or nearly always felt that they would never improve. Since
starting class only twenty four percent of males and twenty percent of females thought
that they would never really learn, whilst fifty four percent of males and sixty percent of
females never or almost never felt that they would not improve.
This more positive outlook on the part of students was likely to result from several
things: Firstly, it was felt that most students attended classes through their own volition,
unlike the school situation where attendance was compulsory; secondly, teacher's
attitudes and the types of material used were different from what the student would
associate with literacy acquisition at school; thirdly, the student was in a learning
situation where he met others with similar problems to his own; and finally, the student
was probably more mature in himself, about his ability to learn, his attitudes and his
whole approach to the problem of his illiteracy.
It would seem that not only did attending a class improve literacy skills but it also
reduced some individual's feelings of helplessness, resulting in more positive attitudes.
This could be explained through Skinner's Behaviouristic approach to the importance
of positive reinforcement. Students could be seen as positively rewarded for the effort
they expended , with the resultant improvement acting as the reinforcer to keep on
improving. This result also supported the findings of Coleman, Campbell, Hobson, Mc
Partland, Mood, Weinfield and York (1966), Hiroto and Seligman (1974), and Krantz,
Glass and Snyder (1974) where control influenced outcome. " Voluntary responding
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required incentive and in the absence of incentive voluntary responding did not occur"
( p10, Seligman, 1975). It appears that the incentive to improve is most important in
overcoming feelings of helplessness.

(I) Who needs to put in most work for student's improvement - locus of control.
When students were asked who they felt had to put in the most work for their
improvement, eighty two percent of males and fifty three percent of females felt it was
all or nearly all themselves, whilst only five percent of males and seventeen percent of
females felt it was all or nearly all their teacher. It was interesting to note how much
more self directed the males were compared to the females; perhaps largely a reflection
of society's attitudes, where even to-day, men are seen as the leaders and the self
directed individuals, whilst the females are still seen as the followers who need to be
succoured by others. Suzan (1980) stated that it was necessary for teachers to show
students it was their own effort that was important. These days the shift of responsibility
from teacher teaching to student Iearning would underlie most adult literacy progams
as this concept is felt by teachers to be very important not only to the student's attitudes
towards and success in learning but also to the student's feelings of self worth. The
shift of locus of control from an external force to an internal state gives the student
positive intrinsic rewards rather than extrinsic ones. Crandall, Katkovsky and Crandall
(1965) and Pink (1969) have suggested that age influences locus of control and that
more internality develops with age. These students, as children and young adults, may
have felt their inability to acquire literacy skills was dependent on external factors such
as broken or inadequate schooling, poor teachers, illness, lack of suitable role model
or any of the other external variables that may contribute to reading failure. This is likely
to have been at the expense of internalising the importance of their own input. Having
re-started as adults students are certainly encouraged continually to take an active part
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in, and a level of responsibility for, their learning. Thus the majority had come to realise
the importance oftheirown input and undertook more internal locus of control in relation
to the acquisition of their literacy skills.

(m) Restrictions to undertaking certain activities because of limited literacy
skills

It was interesting to note that more men than women felt that there were certain
things that they could not do because of their reading and spelling problem. Fifty percent
of men always or nearly always felt that there were things in their lives that they could
not do because of their reading and spelling problem, whilst there were only twenty nine
percent of women. In the opposing position - that they never or hardly ever felt that
there were things that they could not do - the male and female results were very similar
with twenty four percent of males and twenty six percent of females in this latter
category. Again it seems that the person's lifestyle and ambitions would influence his
attitudes towrds himself in relation to the possibility of undertaking desired activities.
More males than females felt restricted, perhaps because of their previous work
experiance, of losing a job and having difficulty finding further employment or retraining
because of their limited literacy skills. For women undertaking domestic duties there
would be many activities that did not entail using literacy skills, so restrictions may not
have been as obvious or as frequently felt by the males as the females.
An underlying motivation for some students seeking help could have been the
feelings of restriction that there were many things in life that were unavailable to or
unattainable by them because of their limited literacy skills. These restrictions have
three broad aspects - firstly the student's literacy levels, secondly the student's ability
to overcome literacy deficits in relation to the desired activity and thirdly the social
context or milleau in which the student lived and worked.
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(n) The desire to give up lessons
A high proportion of students - seventy five percent of males and sixty eight
percent of females - never, or hardly ever felt like giving up their lessons, whilst thirteen
percent of males and fifteen percent of females always or nearly always felt like giving
up lessons. According to Melges and Bowlby"s findings these latter people may have
been experiencing levels of depression and lack of confidence sufficient to feel that
their plans of action were not good enough to get results. However as attendance at
classes was voluntary students must, in the prsent instance at least, have felt that it
was worthwhile continuing . It was felt that for those people whoexperienced desire to
give up lessons, unless these feelings lessened or modified, the student would probably
cease attendance in the near future.

(o) Input and apparent results
The most important initial step towards improvement was for the student to attend
some type of literacy provision, but to ensure regular and ongoing attendance it was
important for the student to feel that his level of input achieved results. When asked"
Does all the work you do seem to get results", sixty four percent of males and seventy
three percent of female always, or nearly always, felt that it did.
Only ten percent of males and four percent of females never, or hardly ever, felt
their input equated with positive results. These students who were not being positively
re-inforced for attendance and input by immediate and positive results, seemed most
likely to eventually leave the program unless their output and attitude changed positively. It is interesting to note that although more females than males had felt that the teacher
was the key to ensuring each student's improvement, in the present instance males
more than females hardly ever thoght that their work seemed to get results. One might
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have expected that more females would have felt this way and that they would ahve
shifted blame from themselves to their teacher. Rotter (1966) suggests that people
experiencing internal locus of control have less need to repress failure than others
because they feel that factors external to themselves are responsible for determining
success or failure. Here, it was felt that those students, both male and female, who felt
that all the work they did would not have achieved results, were experiencing external
locus of control and thus were content to be directed by others to attend a class.
There should be continuing concern for those students who do not feel they are
positively reinforced. Efforts made with such students to determine whether or not those
negative feelings are on-going or just the end result of having had a bad day in a
particular instance, are essential.

(p) Anxiety related to filling out a form in public
The work of both Argie and Williams has suggested that awareness to observation was relative to feelings of personal security or insecurity and level of esteem. Argyle
(1982) has suggested further that people were careful not to reveal aspects of self likely
to lead to disapproval. Forty eight percent of males and sixty two percent of females
always, or nearly always , felt nervous about filling in a form in public whilst nineteen
percent of males and twenty percent of females never, or hardly ever, felt this anxiety.
It would seem from this that the majority of both males and females did not want to
reveal publically their literacy inadequacies. As the majority of students felt that others
expected them to be literate and also that others were more literate than they were, this
level of anxiety was understandable and to the student, well founded .

-154 -

M. Stocker

Master of Education (Honours)

Chapter 8

The writer judged that these comparisons would increase the student's feelings
of inadequacy and insecurity, in turn creating a cycle of insecurity, fear and revealing
own inadequacies to unknown others and general anxiety related to these types of
situations. Work by Argyle and Williams (1969) showed that women in teenage and
mature age groups were more conscious of observation by others and the higher
proportion of women to men in this study who stated their nervousness reinforced the
findings of these previous studies. Marcia (1966) noted that those with positive self
esteem were no longer as bothered by the reaction of others as were those of low
esteem. Those that stated that they were not nervous about filling in a form in public
may have been the more confident readers in the group; they may have had a NESB
with adequate literacy skills and considerable practice, albeit in another language, in
filling in forms; or they may have been the students who never felt alianated from others
in the community and who felt their literacy skills were not different rom the majority of
others.
However, Argyle (1982) showed that people did not want to eveal asapects of
themselves that would lead to disapproval of others nor did they wish to disconfirm self
image. The ambivalence created between actual and desired ability to fill in the form
must have created anxiety for some. On a more positive note, it was probably the
negative aspects of these situations that served as one of the motivators for seeking
literacy assistance.
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(q) Experience of unfounded anxiety
Not all anxiety has an obvious basis. Unfounded anxiety can have both a physical
and psychological basis. In a physiological framework it would appear, from the stimulus
deprivation work of Heron (1956} that if the reticular activating system is not externally
aroused, unfounded anxiety can be created. Psychologically, anxiety is the outcome of
unresolved conflict whether at a conscious or unconscious level.
This present study whilst not attempting to ascertain cause for anxiety, was
endeavouring to establish if students did experience it. Twenty two percent of males
and forty percent of females stated that they always or nearly always felt anxious for
no reason at all. It is interesting to note that almost twice as many females as males
reported experiencing anxiety, a result that should be viewed in terms of the answer to
the previous question about anxiety elated to filling in a form in public. In that instance
also, more women than men reported anxiety.
Anxiety reported in this case could have been related to the security/insecurity
of the person, as suggested by Argyle. Although in this question students were asked
about feeling anxious for no reason at all. Some of the anxiety reported may have arisen
from feelings of personal insecurity. But it is also likely that much of the anxiety was
related to having time to think about oneself. Many of the women, whilst being physically
involved in domestic chores seem to have had considerable time to dwell on self and
own feelings of inferiority, and generating anxiety. Furthermore, for many of the newly
employed makes, there must have been a problem of having more time than they were
accustomed to for thinking about themselves. For the NESB students, most of the
anxiety reported could have arisen from being in another country without their families,
fee.ling alone and lonely. For all students, some degree of their anxiety appears to have
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been based on frustration engendered by inability to be literate in a society that is based
on a high level of literacy, their inability to obtain gainful employment, the financial
problems associated with the change from full employment to the dole or long term
unemployment, the embarrassment and shame of having offspring that are more literate
than self, the social and educational restrictions associated with illiteracy and the
knowledge that others expect one to be more literate than in the recent circumstances.
Given these many reasons for feeling anxious, it was pleasing to note that fifty five
percent of females stated that they never or hardly ever experienced unfounded anxiety.
This did not necessarily mean that a percentage of students were not as anxious as
their contemporaries, but that one groups either could not or did not distinguish basis
for anxiety whilst the other could .
For those students who experienced unfounded anxiety interference with their
learning processes could be expected by providing a barrier to clear thought or by
distracting the student from the work in hand.

(r) Thinking about not being able to read and spell well
It was noted above that some unfounded anxiety may have stemmed from
frustration arising from being illiterate in a literate world. Forty six percent of males and
twenty two percent of females stated that they always or nearly always thought about
their illiteracy. These results were very similar to those obtained from asking students
if they saw themselves as different from others in society because of illiteracy. Those
students who were conscious of their literacy deficiency and who had a desire to be as
literate as others would probably also spend time thinking about the problems than
would those who were not conscious of the situation or who were not concerned about
the differences.
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(s) Use of excuses so that others would not be aware of student's illiteracy
As so many students thought that others expected them to be more literate than
they were, and that a large proportion reported experiencing anxiety at filling in a form
in public, it was expected that many students would employ defence mechanisms, such
as the use of excuses, in an endeavour to cover up their illiteracy. Thirty one percent
of males and thirty five percent of females always or nearly always used excuses so
that others would not discover their illiteracy, whilst forty one percent of males and forty
nine percent of females never, or hardly ever, found the need to use excuses. This
result was surprising as only nineteen percent of males and twenty percent of females
never or hardly ever experienced anxiety at filling out a form in public. So over twenty
percent of both males and females who experienced anxiety at filling out a form in public
did not, as Freud and Hamachek claimed, reduce this anxiety through use of a defence
mechanism. Students may have felt so exposed that they could not conceal any aspect
of their difficulty; that is no defence mechanism was psychologically necessary. They
may have been sufficently self conscious about their limited literacy levels that they felt
the person on whom they used the excuse may see it as such: that is, an excuse not
a reason.

(t) Attempt to hide the fact that student could not read, write and spell as well
as he would like to be able
Miller and Swan (1966), Sawrey and Telford (1968) Von Haller Gilmer (1975)
and Lilbent and Spiegler (1978), as well as Freud and Hamachek, all felt that defence
mechanisms were used to bring perceived self as close as possible to ideal self. In a
previous question where students were asked whether they wanted to be as literate as
others, the majority of both males and females stated that they did - and this was seen
as a desire to create the ideal self as a literate person; however in this question only
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fifty three percent of males and thirty five percent of females always, or nearly always,
tried to hide the fact that they were not as literate as they would like to be, whilst forty
percent of males and forty nine percent of females never felt this need. This result needs
to be examined in the light of the social set and community in which the student
operated, but such examination lies beyond the scope of the present study.

(u) Perception of present abilities
In order to change from one state to another, individuals need goals. Mayer
(1972) stated that it was important to establish a base line of abilities or behaviours in
order to use this entry level as the base line for comparison with later behaviours or
future performance . In the classes under investigation although these base lines were
established by staff at initial or early meetings with the student, the teachers were not
asked to provide the assessed student base line, rather the individual student was
asked to provide a base line of his own abi'lities in the field of reading, writing, spelling
and prose.
In keeping with the modern approach to ascertaining levels of literacy, the
student's perception, rather than the assessed, base line was used. It was felt that
student and teacher may have differing ideas of what constitutes knowing 'everything'
or 'nothing ' in the various areas of literacy. Thus, this was an attempt to see where
students would place their present levels in terms of what they perceived as the
spectrum of literacy ability: it provided subjective, rather than objective, information.

I) Perception of present abilities - Reading

It was surprising to find that forty one percent of males and forty eight percent
of females stated that they knew everything or nearly everything about reading whilst
only seventeen percent of males and eleven percent of females felt that they knew

- 159 -

M. Stocker

Master of Education (Honours)

Chapter 8

nothing or nearly nothing about reading. This apparently positive result needed to be
examined for the underlying reasons. In the earlier section one of the questions asked
students to state the literacy areas in which they were receiving assistance. Seventy
eight percent of males and eighty four percent of females stated that they required
assistance in reading, leaving a total of nineteen percent who required no help. This
figure, however, was less than half the number of those who felt they knew everything
or nearly everything about reading.
It was thought that many of the NESB students had adequate reading skills and
joined the groups more for help with spelling, prose and colloquial oral language. Again
the probable influence of a certain lifestyle and social group on a person was seen. The
comparisons were made between self and known others, so for many of the students
there was a deflated understanding of the usual standards of literacy required by the
general community. Hence own abilities compared more favourably than might have
been the case with a different basis for comparison.
It was also felt that some of the students who had attended for a considerable
time and who had been improving continually, may have had an inflated perception of
their present ability, as comparison was made with a very depressed base line.

ii} Perception of present abilities - Writing

Although it was explained in the instructions given that writing was the physical
act of writing and prose was the ability to put words into a meaningful written context,
it was felt that because students call the composition of prose 'writing' there may have
been some confusion between writing and prose. Results need to be viewed in this
light. Thirty one percent of males and forty seven percent of females felt that they knew
everything or nearly everything about writing. This left sixty one percent of students not
as confident in their ability yet from the earlier question seventy one percent were
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seeking help with their writing so it would appear that some of those who felt quite
confident with their ability were still requiring help. Alternatively variation could have
been due to the confusion of the terms 'writing' and 'prose'.

Iii) Perception of present abilities - Spe'lling

In the earlier question , eighty six percent of males and ninety six percent of
females stated that they had sought assistance with spelling yet only twenty four percent
of both males and females felt they knew nothing or almost nothing about spelling. It
would appear, when comparing the spelling contrasts with those for reading, and writing,
that more people wanted assistance with spelling than for the other subjects and more
students saw their spelling ability as quite low. Students were almost certainlhy aware
of comparision of self with others in this category because so much of the regularly
used material isn in written form and correctly spelt. For parents with children at school
or workers who needed to do some written reports, it had been necessary to give these
letters or reports to another person; thus work requiring spelling was not just for own
use but as a means of communication between two people. If the other person was
literate the comparison was very obvious and this must place a burden on the student.
However, it should also have been an incentive for the student to improve.

iv) Perception of present abilities· Prose

In the earlier question forty three percent of males and fifty six percent of females
stated that they were receiving assistance with prose so it was expected that a similar
number would perceive their skills in this area as low. However only thirty four percent
of males and thirty three percent of females stated that they knew nothing or hardly
anything in the prose area. The reasons for the difference in these figures was thought
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to be for the same reason as those forwriting;that even though a student felt moderately
confident with his prose ability, because this is a medium for communication between
people errors become exposed to the gaze of others.
It was interesting to note that twenty eight percent of males and thirty three
percent of females perceived that they knew everything or nearly everything about
prose. Again one must wonder what they used as their base line for comparison or
whether the mere improvement in spelling meant that the actual structure of prose was .
no longer a problem to them.
With students' perception of own present ability in reading, writing, spelling and
prose it was envisaged that the basis for comparison was their perceived, rather than
the real, average community literacy level. If we are to judge from the type of occupations in which parents of these subjects were engaged, many of the present respondents were not, in their early years when many of their values would have been
established, immersed in an environment that was rich in either oral or written language.
Thus comparative judgements of own present literacy levels could have been based
on comparisons of inappropriate and possibly inadequate levels and role models.
Present peers may also reflect these standards. The more literate the person became
'.

the more he could have seen the need to improve even further, especially if goals were
continually upgraded to keep pace with improved skills. It was felt that the NESS
students who were well educated in their own country before coming to Australia, would
be the group who would have the most accurate perception of an adequate baseline
for comparison with present literacy skills. These people probably used previous, own
language and literacy levels as models for present ability, whereas other students may
not have had appropriate, admirable or attainable models. It was these models that
Argyle (1982) felt were neded for students to identify with in ·order to fully achieve.
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(v) Perception of reaching goal of being able to read, write and spell as well as
the individual wanted.
There were no students who felt that they would not reach their goal. This can
be seen in part as a reflection of the emphasis on locus of control on the approp riateness
of the reinforcement offered and the voluntary nature of class attendance. More than
seventy five percent of both males and females felt very positive about reaching their
goals and the answer to this question was more positive than those given in an earlier
question asking if they felt they couldn't really learn no matter how hard they tried. It
was felt that the use of the negative in the stem of the earlier question may have causes
some confusion for some of the students, so the answer may not have been as
representative as for this question.
Students may not have clarified goals to the extent that Mayer (1972) outlined
in his five steps, but in early discussion with their teacher there would have been a
deliberate attempt to help the student clarify and verbalise goals so that teacher and
student understood the direction of effort and input. This analysis of goals, according
to Mayer, maximised performance and is seen by staff of RAWFA classes as an
important component of the program both initially and as an ongoing process because
goals need to be updates and made more appropriate to the changing needs of the
student.
For Goffredson (1981 ), self concept of students and social and economic
environment were important to goal setting. In the present instance, the student's need
to feel better about themselves, to be as literate as others in the community and to
improve economic circumstances were all important factors influencing not only student
aspirations but providing an incentive to attend class as an endeavour to achieve these
goals.

- 163 -

M. Stocker

Master of Education (Honours)

Chapter 8

Overall, disregarding the odd occasion when nothing seemed to go right ,
students need generally to feel positive about their ability to improve and to rach their
goal or the incentive for continued attendance would fade.
Goffredson (1981) suggested that goals in terms of future aspirations were
developed during school years. However it was often the case for the students in the
present study that goals set during school years were not those currently in use, nor
would they have been as appropriate or as positive. It was also the case that students'
present attitude in relation to goals had been established during the time that they had
attended theur present TAFE classes as adults, where they had developed more control
over their learning, more success at it and, consequently more positive attitudes towards
outcomes. Of course there may be a simple difference between adult and childhood
aspirations. According to Mc Clelland and Atkinson (1958) in their Achievement Theory,
work aspirations are the basis for motivation for undertaking a specific task. That
strength of motivation has a direct influence on the efficiency and level of performance.
As these students now had such positive attitudes and aspirations it was envisaged
that their efficiency levels should and would be maximised for as long as their present
positive attitudes continued.

(w) Motivation for student to improve reading, writing, spelling and prose
ability.

In a study by Falkenmire (1976) two hundred and seventy seven adults gave
their perceptions of the disadvantage suffered due to illiteracy. These were, in order of
preference, in the areas of employment, family, promotions, friends, community at large
and lastly special community groups. Males and females were not separated but forty
four percent of people listed employment as their first disadvantage suffered. Overall,
the endeavour to overcome these situations is likely to have been the motivation for
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attending class and wanting to improve. The results in the present study differed from
these (male and female results were kept separate). The most popular reason for
wishing to improve their literacy was" to feel better about myself". Forty three percent
of males and forty nine percent of females listed that as their reason for wanting to
upgrade skil'ls. Male and female results then differed. Second most popular eason for
males was "to get any job" whereas for almost the same percentage of females it was
"to help my children with their homework". The open category - "another reason" - had
the next preference for both male and females and these reasons showed the specific
nature of why some students wished to attend. These were listed in TAble 41 for males
and Table 42 for females. The fourth reason for males was" to get another job" and for
females" to get any job".
The major difference between the Falkenmire results and those presently
obtained was the desire by so many, in this study, to feel better about themselves. In
the present study, students were given various choices plus the "other reason" category
for people who had not felt that their particular reason(s) had been adequately covered
in the question. It was felt that many students reaaly experienced deep down, a need
to feel better about themselves but had not wished to expose their vulnerability to others
and maybe had not wished to expose it to themselves.
In the Falkenmire study it may not have occured to respondents that this
emotionality could be a disadvantage suffered, whereas in the present study with the
different wording" why do you want to improve" and with the presentation of this choice
of feelings about self it was given an element of acceptability.
This need can then be examined in the context of certain theories or constructs
of motivation.
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In terms of the Humanistic Approach to motivation, using Maslow's (1977)
hierarchy, the major proportion of students in the present study acknowledged the need
for esteem and fitted within Roger's (1955) emphasis that man had a need for positive
self regard. It was this need for positive self esteem that both Maslow and Rogers saw
as an important motivator.
Using the Expectancy Valence Approach, Reyner (1982) that actions related to
the attractiveness of expected outcomes. Within this framework it can be seen that
present students had experienced many negative attitudes and experiences whilst at
school, especially resulting from, or related to, low literacy levels and subsequent poor
academic achievement. The totality of these experiences is associated with student's
low self esteem. The awareness that others had higher literacy skills, and that there
were things in life that could not be undertaken, would also have magnified the feelings
of low esteem and created an accumulation of variables to provide drive for success.
Thus the ultimate achievement of adequate literacy skills and the perceived associated
esteem could have been strong motivators for attendance at a literacy class. It is the
perceived prospect of this achievement that is seen as a motivator.
Freud (1943) saw man to be in continual conflict in an attempt to present
favourable image of self in terms of the society and culture in which he lived. This
concept can be seen to be appropriate in terms of these students who wished to improve
and to cope within the norms of a modern and literate Australia. Their desire to feel
better about self would reduce some of the personal conflict in terms of own skills related
to others in the society.
Individuals need to achieve continually and thus improve status, according to
Mc Clelland and Atkinson (1955) in the Achievement Theory. This need to improve
personal status was strong, not only for those students who wished to feel better about
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themselves, but also for the women amongst them who wished to improve in order to
help their children. They would have felt that they had improved their status, as mothers,
not only in the eyes of their children and husbands but also to the wider community.
Each of the motivation theories has, as a base, the desire to bring about change.
In the present study it was seen that students were prepared to overcome previous,
possibly antagonistic feelings about educational institutions, teachers, teaching
methods, non normative behaviour, ability to improve, negative self worth.poor or
inadequate role modeling and many unique and personal experiences, so strong was
the desire to be literate and thus achieve an individual goal.

(x) The feeling that life would be different if one could be as literate as one
would like.
1

Seventy six percent of both males and females felt that life would be different if
they were more literate. Respondents were not asked about the quality of life expected,
but it would have been assumed that life outcomes would be favourable or the effort to
improve literacy skills would not have been worth the effort involved. For those students
who felt life would not be different, several assumptions could be made: Firstly, the
students lead a specific lifestyle that relies minimally on literacy; secondly, that friends,
peers, workmates and meaningful others have similar standards of literacy or attitudes
to its worth; thirdly, that lifestyle is so limited that there is no comparison with others to
see the benefits of greater literacy or; fourthly, that possibly inappropriate role models
still have a very strong influence.
For students that did not see that life would be different, there may be a time
when they become aware of the changes that occur due to greater literacy ski lls. A
problem can arise in circumstances when the literate partner tends to have a very
dominant role. As a person changes from illiterate to literate, this balance of power can
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alter, so students and meaningful others may need assistance to cope with this type of
change. Another change that can occur with improved literacy , is the teasing and
possible rejection by friends who ridicule anyone attempting to better himself. Again
teachers, at the appropriate time, need to help students cope with these possible
situations.

(y) Helpfulness of class.
Students were asked if they found their present class helpful and the response
was one hundred percent in the affirmative. These positive feelings about the class
indicate why students attended even though some felt that they would never imporve,
that they doubted the effort they expended would bring about results, or that they would
ever reach their goal. Despite all, they still found their classs helpful!

(z} Comments made by students relating to the helpfulness of their class.
At the end of the questionnaire students were asked why they found their class
helpful. It was not expected that so many people would have responded. However there
was a total of ninety one comments made that could be grouped into four categories relating first'ly to the helpfulness of the teachers and the material used, secondly to the
positive feelings gained from improvement to literacy skills, thirdly to feelings of
increased esteem and lastly to being accepted by the group. To these students it
became apparent that it was not just literacy skills that they were getting from the class
but rather a conconglomerate that resulted in more positive relationships and feelings
about self. It is felt that while students receive these positive gains attendance and
improvement will continue.
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3. Overview of psychiological factors and motivation.
It was found that students had experienced more difficulties with selective
awareness as children than they did as adults. Many felt prior to coming to class that
they would never improve their literacy skills and they showed varying concern over
this. Many felt that others were not only more literate than they were but that others
also expected them to be more literate; an expectation matched by a desire to be as
literate as others in the community. However, while most felt part of the community in
which they lived, many still felt themselves different from others because of their lower
literacy skills. Most said they would feel better about themselves if they were more
literate and as adults, fe.lt more positive about their ability to improve than they did as
children, accepting the premise that they had to contribute most work to improve. Thus
they showed a greater degree of internal locus of control than they had experienced as
children.
The majority rarely felt like giving up lessons anf felt that the work the did tended
to show results. Many were anxious about filling in forms in public and more women
than men stated that they experienced unfounded anxiety. A moderate number of
students admitted to making excuses and trying to hide their illiteracy. Many students
had seemingly inflated opinions about their present ability in reading, writing, spelling
and prose and this was seen to reflect the norms of the circle in which they lived and
worked. However they felt that they would achieve their goal in literacy acquisition.
The major reason for students to attend class was to feel better about themselves, while for men the secondary reason was to get any job and for women it was to
help their children with homework. Most students felt that their lives would be different
if they were more literate and all found their class helpful.
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This information was seen as providing useful background for all those working
in the field of adult literacy.
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9.0 IMPLICATIONS OF FINDINGS AND PRACTICAL SUGGESTIONS
FOR IMPLEMENTATION IN THE CLASSROOM
The overall findings of the present questionnaire have shwon that it is not just
literacy teaching that teachers must be concerned with but a whole array of motivational
and psychological aspects relative to the student.

.
There are several major factors to consider concerning motivation. Firstly the
needs and reasons for coming may change - intrinsically and/or extrinsically - and to
facilitate this teachers should have regular informal chats with students to discuss this
aspect and make alterations accordingly. Secondly, there must be an awareness of the
importance of the student's esteem in the past, on entry and as the program progresses.
It is this desire for positive esteem and belongingness that can be a powerful motivator.
Thirdly, there is a need for realisation, that although equality of the sexes is espoused
publicly, males and females often have differing needs for literacy. Fourthly, the
students fee I that classes are very helpful and whilst this is a reflection of the approaches
of the teachers and the type of work presented it is also a strong motivator for
attendance. Finally, there are some students who have no confidence in their ability to
improve and this needs to be attended to or eventually those students will cease coming
to class.
To assist students with selective awareness problems, one area of the room
needs to be a quiet zone. Those who have very severe concentration problems may
need to have a room or area on their own, just joining the rest when help is required.
The awareness that others have higher literacy skills and the desire to be able to read
and write like them may be used to advantage, especially early in the year, by having
an ex-student coming to discuss his feelings prior to, during and since leaving his class.
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Students also need to be aware of the numbers of people in the community who need
literacy assistance and do not seek it, so that they do not feel that they are the only
adults with literacy deficits.
The student needs to be encouraged to clarify and articulate goals and understand that as progress is made goals can be re-established. There must be a level of
realism to the goals, accompanied by the knowledge that with regular input these goals
are attainable by working through the related task analysis that will lead to realisation
of goal. There may be a need to show students how much they can do with their present
literacy skills and utilise them to advantage and practise them frequently.
Nervousness at filling in forms in public can only be overcome with practice. The
teacher can organise role plays during which students can trial strategies to avoid
anxiety in situations where literacy needs are greater than the student's present level.
The power of groups dynamics and feelings of belongingness must a'lso be considered.
Group discussions and coffee breaks can help cement the cohesiveness of the
individuals. These discussions can also be used to overcome possible early language
defects, provide coliloquial language, for NESB students and by the sharing .of ideas,
opinions and experiences widen the outlook of those concerned. Class outings can also
generate discussion, written work, and group cohesiveness whilst broadening the range
of experiences of the individuals involved.
It is hoped that an accumulation of these benefits will then be passed through to
the families and thus also enrich their experiences. The cycle of illiteracy breeding
illiteracy can then be broken both for the students and for those most closely involved
with him.
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Students need to be aware of their present levels, future aspirations and the
steps of the related task analysis that will lead to realisation of goal.

Suggestions for further research

A study such as the present one can only deal with a few aspects of knowledge
needed about the~-~ adults who seek help.
More research needs to be undertaken to find the best ways to cope with the
shift of responsibilities as the person learns more and can undertake more activities.
We need to know how to make learning more interesting for the recent school leaver
who has very low literacy skills and motivation and who is disillusioned with learning.
We need to know better how to help those in the community who have poor literacy
skills but do not wish to join existing services. We need to explore the means to upgrade
the available provision and make it more widely known and attractive to those who need
to utilise its services.
Within the framework of present knowledge, insufficient is known about the
neural aspects of reading, so like the Behaviourists, practitioners in this field can only
work with the largely observable student variables and adapt approaches to suit best
each student until more research is carried out.
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APPENDIX 1a - QUESTIONNAIRE
1b -

ADMINISTRATION INSTRUCTIONS

1c1. LEITER TO ADMINISTRATORS

APPENDIX 2: Comments made by students relating
1

to helpfulness of class~

APPENDIX 1a - QUESTIONNAIRE
TA FE
Illa warra.

r~,,

Literacy survey conducted

May,1985.

by Margrit stocker.

This is a questionnaire to help us find out why people join
our classes. The information we get from this will then help us
prepare the type of work best suited to the needs of the people
who come to our classes.

Practice question.

Always

~

Never

at) . Do you eat?

For this section, please circle the correct answer.

1.

Male

(a)

Female

(b)

3. Present Age:
15 - 19
20 - 24
25 • 29
30 - 34

40
45
50
55
60

-

+

_,..--- ·

2.

Single. _

(a)

Divorced

(b)

Married

(c)

Widowed ·

(d)

4. Length of time in present
learning program:
O - 6 mths
7 - 12 mths
1 yr - l~ years
l~ - 2 years
Over 2 years.

44
49
54
59

5.Is your native language
English?
Yes
No.
If rtot how long have .you
spoken English?
•••••• years •••••••• months.

6. Age at which you left
school:
11, 12, 13, 14, 15, 16,
17. 18, over 18 •

7. At
a)
b)
c)

8. Are you getting help with
a) reading
b) writing ·
c) spelling
d) prose.
(You can tick more than 1

present are you
an invalid pensioner
unemployed
employed

If employed what job?
9. Position in family:
l st born, 2 nd, 3 , 4,
5 6
7 8
9 10 ll, 12
I

I

I

I

I

I

, 10.Which suburb or town do
you live.in?
O

How many children in the family
1 I 2 I 3 I 4 I -5 ·, 6 1 7 I 8 1 9 1
10, 11, 12, 13, 14, 15.

. . . . . . . . . . . . .. .. . . . . .
11. What were your parents
occupations?
a) Mother •••••• .•••...•.•

b) Father •.•.••••••......

Please think about each question and put your answer along the
line where you think it fits best. There are no right or wrong
answers.

1·

As a school student did

· Always

Never

you find it hard to concentr a t e
on what wa s

being taught.

2. Do you still find it hard to
concentrate on your lessons?

Always

Never

3. Did you feel, before starting
in your present class, that

Neyer

you would never improve?
4. Did this worry you?

(

(

Always
I

Never

Always

Never

Always

Never

Always

Never

Always

Never

Always

Never

Always

Never

Always
J

Never

Always

5. Do you feel most people can
read, write and spell better
than you?
6. Do you want to be able to
read like others in the
community?
7. Do you feel part of the
community in which you live?
8. Do you see yourself as
different from others because
you can't read, write and
spell as well as they do?
9. Do you think others expect
you to be able to read,
write and spell?
lo.would you feel better in
yourself if you could read,
write and spell more?
11.Do you feel that no matter
how hard you try, you will
never really learn well?

.,

12. Who do you think has to put
in the most work for your

Your
teacher

YOU

Nothing

Everything

improvement?
13. Are there things in life you
can't do because of your
reading and spelling problem?

14. Do you feel like giving up

Never

Always

Never

Alway,s

Never

Always

Never

Always

Never

Always

Never

Always

Never

Always

your lessons?

15. Does all the work you do seem
to

to get results?

16. If you have to fill in a form
in public, do you feel anxious
about it? .

17. Do you feel anxious for no
reason at all?

18. Do you ever think about not
being able to read and
spell well?

19. Do you find excuses so that
people will not know?

20. Do you try to hide the fact
that you can't read write
and spell as well as you would
like to be able?
21. How much can you do now?
Reading
Writing
Spelling

Noth.i~·-n~g<--L~__._~__._~__._.;;:;E_v~~rything

Nothina
Nothing
Noth~ng

Everything
Everything
Everything

Prose.
22. Do you think you will ever
reach your goal of being able
to read, write and spell as
well as you want to?

No

Yes

23. Why do you won t- t:o improve your reading, writing,
spelling ane prose?
(NUmber the following fron l to 7 in .order of preference)
(a) To feel better about myself
(b) To get another job
(c} To get any job
(d) To get promotion in present job
(e) To earn mpre money
(f) So others will think more of me
(g) To help my children with their school work
(h) Another reason (please state>·····••••··••·········
• • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • it • •

...... . .. .. .. . ........ . . .............. ............ .
•

24. Do you feel life would be different if you could read,
write and spell as well as you would like to be able?
Yes /No

25. Do you find your present class helpful?
( a)

Yes

No.

Why? •••.........•... · · • · • • • • • • • · • · • • · · · · • · · · • • • • · • • •

....................................................

( b) Why not? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ~ . • ....... .

. . ... . ... . .. . .. . . . ... . . ... . . . . . . . . . . . . . . . . . . . . . .. . . . .

21.,. "'""

'-H<=!.L.~ dny

. .....

comment you would like to add? ••••••••••••

. . . .. .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
.. . . . .
. . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

Thank you for you help with this questionnaire,
Best wishes with your work,

APPENDIX 1b

ADMINISTRATION INSTRUCTIONS

For students who cannot read it the questionnaire is to be conducted as an
interview.
For those who can read, it can be administered on a class basis, but should still
be read out by the teacher to ensure that all students understand the specific questions
and how they should mark them.
Before administering the questionnaire read through this and the questionnaire
to familiarise yourself with the procedure.
If necessary, chat to the student before administration to ensure that the subject
is at ease and willing to help.
Say: "This is a questionnaire to help us find out why peop'le join our classes. The
information we get from this survey will help us to prepare the type of work best suited
to the needs of the people who come to our classes".
"We do NOT want you to put your name on the sheet, but we do ask you to
answer each question the way you feel."
" The first section of this questionnaire asks you to give us some information
about yourself and your family. I will read the question and I would like you to circle the
answer that is correct for you." (Each question will then be read, firstly by saying the
number of the question, then reading the content of it). Work through the first section
together.

At the end of that section the students may like a break before going on to the
next part. When students are ready start the second section .
11

Most questions in the second part have a long Ii n e Ii ke th is
11

/ _ _/ _ _/ _ _/ _ _/

(draw on a piece of papaer for an individual, on the board for

a group). It has five divisions (point to them).
"Let's do an example to see how this works: Here is the line with five divisions
(point). At one end I will write 'always' and at the other end I will write 'never'. The
question for this sample exercise is
'When do you eat?'
Now we have to put a mark for how often we eat.

11

(Discuss this and mark on the line - do this for a few students on the board. Clear
up any misconceptions students may have about marking the line and stress it is for
the student's own opinion even ifs/he puts a mark in a different place to everyone else).
Go through this part. If students get tired, stop and let them have a rest before
continuing. Stress that we need their opinions and thoughts.
Answer any questions or queries students may have as you go through.
For the purpose of this questionnaire:
writing - is the manual activity of writing
prose - is written expression of any genre.
When students have completed the questionnaire, please thank them for their
assistance and collect all questionnaires.

APPENDIX 1cl. LETIEA TO ADMINISTRATORS

e

New South Wales Government

&

Wollongong College of Technical and Further Education
Foleys Road, North
Wollongong
·
P.O. Box 1223
Wollongong, N.S.W. 2500

18th April, 1985

Our reference:
Your reference:
Telephone: (042) 29 0400

Dear Test Administrator,

Thank you for offering to administer this questionnaire to the students in your
RAWFA class.
Please follow the enclosed sheet so that each student in the region will be given
the same instructions. Thus the results for this exercise should have greater vailidity
and provide important information about the n·eeds of our specific students as well as
a ~omprehensive profile of them. Please give the questionnairto allstudents who attend
yourRAWFAcalssesduring the first week in May and return the marked questionnaires
to me as soon as possible.
I realise that the administration of this questionairre places a further burden on
.

.

extremely busy people, but I hope that the results will be worth the effort that it involves
for all of us.
My appreciation for you contribution,
Best wishes,
Margrit Stocker

Appendix 2: Comments made

b~

students relating to helpfulness of class.

College

Helpfulness of Teachers/
Material

Positive Feelings re im. provement of literary skill

Increased Esteem

w

The material which we are
using is excellent.

It helps me to understand

I am glad there are
classes like this

0
L
L

The class is helpful because
I am keen to improve and
the teacher is a big help.

It helps me with spelling and
communicating with people.

0

The work in story writing and
comprehension is very helpful.

N

I am improving spelling.

G

It is helping me to spell and
read better.

0
I am learning more.

N

G

I now give any reading and
spelling a go.

I'm feeling more confident

Acceptance
into Group

Appendix 2: Comments made by students relating to helpfulness of class.
College

Helpfulness of Teachers/
Material

Positive Feelings re improvement of literary skill

:::>

Teachers help me learn.

I know more.

H

Teachers concerned.

E

My class is helpful because
of the teachers and the way
they teach.

L
L

H
A

R
B

0

u
R

Increased Esteem
Since I've come to
the classes I've gotten enough confidence to go on a
cruise.

Acceptance
into Group

Appendix 2: Comments made by students relating to helpfulness of class.
College

s
H
E

Helpfulness of Teachers/
Material

Positive Feelings re improvement of literary skill

There are a lot of people to
help you.

I am reading more now.

The teachers are good and
helpful.

My class helps me with my
work.

I find it very helpful to me.

L
L
H

A

I find the teachers are helpful and care about me.

Increased Esteem

Helps me cope better.
Since I've come to
tech I don't give a
damn about not
being well educated.
I have changed my
opinion about myself
- I don't think I'm the
idiot that I was told or
led to believe I was.
I've made it at long
last - self contented.

R
B

0

u
R

Gives me more confidence.

Acceptance
into Group
I he
class
should continue all the
time because
people need
it.

Appendix 2: Comments made by students relating to helpfulness of class.
College

-s
H
E
L

L

H
A

Helpfulness of Teachers/
Material
Happy with the class and the
way it is set out. The
teachers do a good job.
Teachers good - environment good and relaxing,
quite, easy going, understanding.
I am happy with the teachers
and the way I'm learning.
When we speak the
teachers will correct us.

R

B

0

u
R

The teachers help me.

It 1s good for-you-to
learn.

Acceptance
into Group
FriendTyatmosphere.

The classes give me a
chance to learn English and
help my children.

More confidence in
myself.

Can talk with
others.

I am improving my reading
and writing.

Makes me feel part of
the community.

Class
friendly.

is

My English is getting better.

I ike to come to classes.

Similar
family.

to

It helps me to write. (6
people)

I like coming.

Nice people in
the same boat
as yourself.

Positive Feelings re improvement of literary skill
It helps you

a lot with work.

Increased Esteem

Appendix 2: Comments made by students relating to helpfulness of class.
College

Helpfulness of Teachers/
Material

Positive Feelings re improvement of literary skill

Increased Esteem

The teacher is very helpful in
every way.

I am improving my reading
and spelling.

It is a niental stimulus

My Class is helpful because
of the teacher.

Helps me improve (5
peolple). My spelling is improving.

It sets time aside for
me to take time for
myself to learn what I
want to.

I can understand all the
words meanings.

It makes me feel bettwer in myself.

p

I get help with work.

T

I have made a commitment
to improve.

The literacy classes
are very needed for
self esteem of people
who find it difficult to
learn.

D

A

0

The teachers are helping
me to learn.

Acceptance
into Group

Appendix 2: Comments made by students relating to helpfulness of class.
College

N

0

w

Helpfulness of Teachers/
Material

Positive Feelings re improvement of literary skill

It allows you to sit for a while
and have help when you
need it. You get the correct
work for where you're at.

Helps me with my spelling (2
people).
I have started to write letters.

I

There should be more classes.

I am learning. I am improving.

I

Teacher explains thing to
me.

R

A

I can read and spell.

I have someone to help me
understand any problem I
can't sort out myself. My
class has been helpful.

am very appy
joined the class.

I
I

It helps me read properly.
You can ask the teacher.

Increased Esteem

You know you're not
the only one in the
world like it.

I

I feel better about
myself (2 people).
I

Acceptance
into Group
s nice o see
a class like
this where we
can come and
improve.
I think it is a
great idea for
classes of this
sort.

Appendix 2: Comments made
College

M

by students relating to helpfulness of class.

Helpfulness of Teachers/
Material

Positive Feelings re improvement of literary skill

I have people to help me.

I can now help my children
in their work.

I have more time to learn
English.

Keeps up my spelling.

L

I spend more time on reading and spelling than before.

T

It's helping me get a job.

0

N

Increased Esteem

Acceptance
into Group

